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Dissertation Abstract

The Role of Self-Determination and Co-Construction to Support Meaningful Student
Participation in an Individualized Education Program Meeting in High School

By participating within the educational setting in making decisions about their
lives that reach beyond choice-making, students with disabilities who acquire the skills of
self-determination may express interests and goals through their own authentic voice. The
purpose of this qualitative case study was to describe the experiences and participation of
two high-school students labeled with intellectual disability or autism at their
Individualized Education Program (IEP) meetings following participation in the SelfDetermined Learning Model of Instruction (SDLMI). Student participation in the IEP
process provides an avenue through which self-determined qualities emerge, and verbal
and nonverbal participation can occur in a meaningful way. Connections, patterns, and
insights were examined to create an overall picture of the essential characteristics and
component elements of self-determination displayed by the participating students, and
through self-determination reports as expressed by the participating educators and
parents.
Previous research has shown that direct instruction informing students about the
IEP process and incorporating skills such as decision-making, problem-solving, goalsetting, self-advocacy, and self-awareness is predictive of self-determination. Findings
from this study demonstrated that incorporating the essential characteristics and
component elements of self-determination into classroom instruction through the SDLMI
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were reflected in student participation in their IEP meeting, and reinforced the role that
adult members of the team can have in the co-construction of information. Both
classroom instruction and co-construction of information are important steps in ensuring
that students are participating in, and not simply attending, their IEP meeting.
Implications for future research and educational practice were explored.
Keywords: self-determination, autism, intellectual disability, individualized
education program, transition planning, high school, cultural diversity
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CHAPTER I
Introduction to the Study

The opening statements of the Individuals with Disabilities Education
Improvement Act, IDEA (2004), focus on developments in research and educational
practice that have occurred since implementation of the Education for All Handicapped
Children Act of 1975. One such development has been in the area of self-determination, a
research- and evidence-based practice rooted in the meaningful participation of students
with disabilities across all environments. The tenets of IDEA (2004) include the need to
hold high expectations for children with disabilities to meet developmental goals to the
maximum extent possible, so they are prepared to be productive and independent adults.
By participating in making decisions about their lives within the educational setting that
reach beyond simple choice-making, students with disabilities who acquire the skills of
self-determination may express interests and goals through their own authentic voice. A
partnership formed between students, parents, and educational professionals that is
grounded in self-determination bridges beyond basic compliance of the IDEA, to the true
intention of the law in support of civil rights for all people.
Statement of the Problem
As of the 2013-14 school year, 6.5 million children and youth ages three to 21
were receiving special education services (Kena et al., 2016). This figure represents
approximately 13% of all public school students in the nation. Table 1 details the racial
and ethnic make-up of all children and youth in elementary and secondary education
during the 2013-14 school year, along with the details for students receiving special

education services. This includes students who speak a non-dominant language—
sometimes referred to as “minority” or as racially, ethnically, and linguistically diverse
(RELD)—who are African American, Asian American and Pacific Islander American,
Hispanic American, Native American, students who speak English as a second language,
and students who are undocumented or of immigrant status (Ford, 2012; Trainor,
Lindstrom, Simon-Burroughs, Martin, & Sorrells, 2008).
Table 1
Racial and Ethnic Make-up of Students in Elementary and Secondary Grades in Fall
2013
Race or Ethnicity

Percent within
K-12
50%
16%
25%
5%
1%
3%

European American
African American
Hispanic American
Asian American/Pacific Islander American
American Indian or Alaska Native
Two or more races

Percent within
Special Education
13%
15%
12%
17%
17%
12%

The IDEA (2004) outlines 13 eligibility categories for special education:
intellectual disability, hard-of-hearing, deaf, speech language impairment, visual
impairment, emotional disturbance, orthopedic impairment, other health impairment,
specific learning disability, deaf-blind, multiple disabilities, autism, and traumatic brain
injury. Across racial and ethnic groups, the percentage of students receiving special
education services labeled with intellectual disability1 was 7%, and labeled with autism
was 8%, the two areas of eligibility represented in this study.

1

IDEA (2004) identifies intellectual disability as one of the 13 categories of eligibility
for special education. Neither research nor school district practice is consistent in the use
of terms such as intellectual disability, moderate to severe, developmentally disabled, or
severe and profound. For the purpose of this dissertation, the term intellectual disability
will be utilized.
2

Despite the intention of the IDEA (2004) to prepare individuals with disabilities
to lead productive and independent lives, their quality of life reflects poorer outcomes
than their non-disabled peers along many dimensions. According to the National
Longitudinal Transition Study-2 (NLTS2), the majority of students labeled with
intellectual disability remain in public school programs until the age of 22 and are the
least likely to have earned a regular high school diploma (Wagner, Newman, Cameto,
Garza, & Levine, 2005). These individuals, and those labeled with autism, may
experience limited opportunities to work, socialize, and recreate in the community upon
graduation or exit from the school system. According to the United States Department of
Labor Office of Disability Employment Policy (2016), only 19.5% of people with
disabilities participate in the labor force, reflecting an unemployment rate of 10.8%
compared with 5.1% for people without disabilities.
The NLTS2 found that the rate by which individuals labeled with intellectual
disability engaged in school, work, or preparation for work following high school was the
lowest of all disability categories (Wagner et al., 2005). They are also the least likely of
individuals with disabilities to see friends outside of group activities, participate in
organized community groups or volunteer opportunities, or to live on their own, and the
most likely to engage in more than 6 hours of screen time, TV, internet, or video games
per week (Wagner et al., 2005). In addition, parents of individuals labeled with
intellectual disability were consistently the group most likely to doubt the abilities of
their children to drive, live independently, or be financially self-sufficient (Wagner et al.,
2005).
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Individualized Education Program. The IDEA (2004) requires that each student
eligible for special education have a document entitled “Individualized Education
Program” (IEP) that is a written statement developed, reviewed, and revised in a meeting,
at least annually. The IEP includes: (a) the student’s present levels of academic
achievement and functional performance; (b) measurable goals, including academic and
functional goals; (c) a statement of how the student’s needs that result from their
disability are met in order to enable the student to be involved and make progress in the
general education curriculum; (d) a statement of how the student’s other educational
needs that result from their disability are met; (e) a description of progress toward
meeting the annual goals; and (f) a statement of the special education and related services
and supplementary aids and services that will be provided to the individual in support of
their educational progress including on identified goals (34 CFR 300.320-300.324). The
student’s IEP is the blueprint or roadmap to ensure that they receive a free appropriate
public education that addresses their unique needs, and act as a legal contract between a
family and the school district.
The process of developing the IEP is overseen by the IEP team (Sec.
614(d)(1)(B)). The team is composed of: (a) the parent of the child with a disability; (b)
at least one general education teacher; (c) at least one special education teacher; (d) an
administrator qualified to supervise the provision of specially designed instruction to
meet the needs of individuals with disabilities, knowledgeable of general education
curriculum, and knowledgeable of the resources of the local education agency/school
district; and (e) individuals providing related services or interpreting assessment results
such as a speech language pathologist, occupational therapist, or school psychologist. The
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child/student is last on the list of IEP team members as presented in the IDEA (2004),
“whenever appropriate, the child with a disability.” Listing the child/student last
inappropriately defines the importance of the student in the development of their own
IEP, reinforcing a process of doing something for the student rather than with the student.
Members of the IEP team each have a relational connection to the student who is at the
heart of this individualized process. Through participation in their IEP meeting, the
student has an opportunity to provide authentic input, which provides the team members
the opportunity to act as a support network in determining how they will help the student
make progress toward their goals.
Individual Transition Plan. The IEP also contains an Individual Transition Plan
(ITP). Each student receiving special education services is required to have an ITP in
effect no later than when they turn 16. The ITP is to include measurable postsecondary
goals based on age-appropriate transition assessment in the areas of education,
employment, and independent living skills, where appropriate, and the transition services
necessary to assist the student in reaching their goals (34 CFR 300.320(b); 20 U.S.C.
1414(d)(1)(A)(i)(VIII)(aa) and (bb)). This process of transition planning emphasizes the
importance of developing skills during high school that will support student success
following graduation or exit from the school system. Transition services are based on a
results-oriented process with the goal of improving the academic and functional
achievement of each student (20 U.S.C. 1414(c)(5)(B)(ii)). As students progress through
high school there is an ever-increasing focus on postsecondary goals.
One way that teachers can help students labeled with intellectual disability or
autism have the most successful life outcomes, is to provide them with robust transition

5

planning and opportunities to participate meaningfully in the decision-making process.
Meaningful participation can include assistance with preparation for the IEP meeting,
support to review the IEP document prior to the meeting, and putting a structure in place
that encourages input and opportunity for all people present in the room to co-construct
with the student. However, teachers often face difficulty in the implementation of
transition planning as they are not always aware of specific instructional or curricular
methods. In addition, these students are the most at risk for educational segregation as
they are often participating in programs that are not integrated with their peers in general
education.
Self-Determination. A best practice in transition for all students with disabilities,
including those labeled with intellectual disability or autism, is the development of selfdetermination and self-advocacy, and direct involvement in their own transition planning
(Landmark, Ju, & Zhang, 2010; Papay & Bambara, 2014; Shogren, Wehmeyer, Palmer,
& Paek, 2013). These strategies have been linked to positive postschool outcomes such as
higher levels of employment, independent living, community participation, and increased
quality of life (Miller & Chan, 2008; Wehmeyer, Palmer, Soukup, Garner, & Lawrence,
2007; Wehmeyer, Palmer, Agran, Mithaug, & Martin, 2000). For individuals labeled with
intellectual disability, the ability of a student to display self-advocacy while in high
school is associated with greater odds for employment after high school (Carter, Austin,
& Trainor, 2012).
As defined from a Western perspective, a self-determined person is one who
makes conscious choices, self-regulates, self-directs their learning, and self-advocates.
Furthermore, self-determined behavior refers to volitional actions that enable a person to
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act as the primary causal agent in one’s life, and maintain or improve one’s quality of life
(Wehmeyer, Palmer, et al., 2007). Research on self-determination provides evidence that
students labeled with intellectual disability who are more self-determined have more
positive outcomes as adults, as compared to those who have less self-determination
(Cobb, Lehmann, Newman-Gonchar, & Alwell, 2009; Wehmeyer & Abery, 2013;
Wehmeyer, Agran, et al., 2007; Wehmeyer, Palmer, Shogren, Williams-Diehm, &
Soukup, 2013).
Both parents and teachers play a key role in fostering self-determination for
students labeled with intellectual disability or autism. Additionally, for students who are
from non-dominant backgrounds, it is important that teachers not teach their own
personal or cultural understanding of self-determination to these students. When
implementing and reinforcing the skills of self-determination, teachers should maintain
both an autonomous and relational viewpoint of how students and their families reflect on
this development.
The IEP Meeting. In order to ensure that students have the skills and opportunity
to display self-determination as part of the IEP process, they must receive direct
instruction on understanding both the process and the documents, and on how to
participate and express preferences in meetings (Carter et al., 2012; Griffin, 2011;
Landmark et al., 2010; Marks, 2008; Zhang & Benz, 2006). Researchers have conducted
studies to gather information from students labeled with intellectual and other disabilities
that focus on students’ opportunities to participate in IEP development and receive
instruction in self-determination (Agran & Hughes, 2008; Wehmeyer, Palmer, et al.,
2007). Wehmeyer, Palmer, Soukup, Garner, and Lawrence (2007) conducted a study

7

where 45% of the participants were labeled with intellectual disability. Of these, 78.3%
had attended their last IEP meeting, while only 59.4% indicated they knew what their
goals and objectives were.
It is also essential that educational professionals focus their interactions in the
meeting on providing students with opportunity to participate, speaking in a way that
keeps the student at the center of the discussion, and planning with the student, not for the
student. Transition planning, which occurs at least as often as the annual IEP meeting, is
a critical and opportune time to promote student self-determination, engaging both the
student and family in the process (Shogren, 2013a). A meeting that involves development
of the IEP and ITP includes many adults around a table determining what they deem
appropriate as goals, both short-term in the document and long-term for a student’s life
and career, often without use of an evidenced-based practice to ensure student
involvement throughout the process. In many cases, students struggle to find their voice,
and the adults supporting the students, teachers, and parents, struggle to find the most
appropriate ways to involve and increase student voice at the IEP meeting.
An IEP meeting is typically facilitated by a special education teacher, who also
serves as the student’s case manager, or by an administrator. It is incumbent on one or
both of these individuals to ensure that the IEP document reflects information provided
by all IEP team members. When student input is heard authentically by the IEP team, it
should be included within the IEP document in meaningful ways beyond just the area
reserved for general note taking. For instance, the input may inform postsecondary goals
or other goals related to academic or functional areas of development and services that
are designed to support the student to meet the goals. When student input is relegated to
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the area reserved for general notes, this action may be viewed as a lack of
acknowledgment of the student’s voice, and may serve as a statement that the student’s
input and interests lack importance.
Given that the IDEA (2004) is federally legislated and requires that every student
who receives special education have an IEP, the document is legally binding once the
parents have agreed to the contents. This further reinforces the importance of the meeting
as the time during which students labeled with intellectual disability or autism are able to
display the emergence of the component elements of self-determination. Wehmeyer,
Agran, and colleagues (2007) determined that the component elements of selfdetermination included: choice-making; decision-making; problem-solving; goal-setting
and attainment; self-observation, evaluation, and reinforcement; self-instruction; selfmanagement and self-regulation; self-advocacy and leadership; self-efficacy; and selfawareness and self-knowledge. When students are taught the component elements of selfdetermination and provided the opportunity to participate in their IEP meeting,
expression of their authentic voice may include information about their interests and
goals.
Self-Determined Learning Model of Instruction. Since transition planning is
mandated by the IDEA (2004) as part of the IEP process, an IEP meeting is an opportune
occasion during which the component elements of self-determination acquired by
individuals labeled with intellectual disability or autism, including those who are
culturally diverse, can be seen in action. One instructional method that builds and
reinforces the component elements of self-determination through a strengths-based
approach is the Self-Determined Learning Model of Instruction (SDLMI). The SDLMI is
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a model of instruction that focuses on the recursive process of planning, implementing,
and achieving a goal. Research supports the necessity of tools, such as the SDLMI, to
provide students with disabilities the structure they need to set and revise their goals,
including the support of teachers and related service providers, while ensuring student
involvement (Kleinert, Harrison, Mills, Dueppen, & Trailor, 2014; Lee, Wehmeyer, &
Shogren, 2015; Shogren, Palmer, Wehmeyer, Williams-Diehm, & Little, 2012; Shogren,
Plotner, Palmer, Wehmeyer, & Paek, 2014; Wehmeyer et al., 2012; Zhang & Benz, 2006;
Zhang, Wehmeyer, & Chen, 2005).
Although research has shown that the learning outcomes from instruction through
the SDLMI leads to goal attainment and positive postschool outcomes, little attention has
been paid to the implication of participation by the student at their IEP meeting. Student
participation in the IEP process provides an avenue through which self-determined
qualities emerge, and verbal and nonverbal participation can occur in a meaningful way.
Ensuring that students are provided the tools necessary to participate in their IEP
meeting and that their input is meaningfully reflected in the IEP document reinforces the
importance of the special education teacher’s role. Supporting students prior to the IEP
meeting through classroom instruction that addresses the skills of self-determination may
provide the teacher and student the opportunity to engage in a process of co-constructing
information during the meeting. Both classroom instruction and co-construction of
information are important steps in ensuring that students are participating in, and not
simply attending, their IEP meeting.

10

Purpose of the Study
Direct instruction that informs students about the IEP process and incorporates
skills such as choice-making, decision-making, problem-solving, goal-setting, selfmanagement, and self-advocacy has been shown to be the most predictive of selfdetermination (Griffin, 2011; Lee et al., 2012; Wehmeyer, Palmer, et al., 2007).
Therefore, teachers need to understand and implement instructional strategies to develop
the component elements of self-determination in order to support student participation in
IEP meetings. The purpose of this qualitative case study was to describe the experiences
and participation of two high-school students labeled with intellectual disability or autism
at their IEP meetings following participation in the SDLMI. Connections between the
perspectives of students, parents, and teachers along with their individual viewpoints on
self-determination and the SDLMI were explored.
Significance of the Study
Teachers are to involve each student in the process of developing their IEP and
ITP, and then invite the student to the meeting where all the information is presented and
decisions about the plan for the next year are confirmed. Students labeled with
intellectual disability or autism are often viewed from a deficit perspective and
considered unable to be self-determined (Shogren, Wehmeyer, Palmer, Rifenbark, &
Little, 2015). This includes students who have had limited opportunities to participate in
environments with their non-disabled peers. Such limitations may be connected to a
student not being included in certain parts of the IEP process, including the meeting
itself, or being physically present but not prepared to participate meaningfully.
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Findings on student participation in their IEP meetings and development of the
component elements of self-determination reinforce the importance of direct instruction,
particularly for students labeled with intellectual disability or autism. The findings of this
study are significant to the exploration of a connection between the research on
transition-related instruction and student participation and expression at their IEP
meeting. Current studies on the implementation of the SDLMI provide general
information about implementation, but often lack specific details about modifications that
retain fidelity to the method. In this study, through implementation of the SDLMI,
teachers were provided a research-based transition-related model of instruction with
which to assist students in developing or further developing the component elements of
self-determination. Students received instruction in a goal-planning process that provided
an avenue for meaningful and authentic information and feedback, expressed in their own
voice, and participation in and expression at their IEP meeting.
Theoretical Rationale
The theoretical basis of this study comes from Deci and Ryan’s (1985) landmark
study on self-determination, and the application by Wehmeyer (1992, 1999) to
individuals labeled with intellectual disability. Both Deci and Ryan (1985) and
Wehmeyer (1997) emphasize that being self-determined means being the causal agent in
decisions and choices about one’s life, although not necessarily having complete control
over those decisions and choices. Individuals cause themselves to act in certain ways, as
opposed to someone or something else causing that action. Through research, a
theoretical foundation for designing instruction to promote self-determination developed
into a functional model of self-determination (Wehmeyer, 1999). Following an overview
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of the theoretical basis of self-determination provided by Deci and Ryan, the functional
model of self-determination will anchor the theoretical rationale for this study.
Deci and Ryan (1985) proposed that self-determination theory was composed of
three elements of motivational processes—intrinsic, extrinsic, and amotivational—and
their connection to the concept of self-determination. They studied the causality
orientations that characterize the source of initiation and regulation, both factors of selfdetermination, in a person’s behavior (Deci & Ryan, 1985, 2002). They found that two
key factors related to intrinsic motivation were autonomy and competence. When
individuals perceived that an event was supporting their autonomy and promoting
competence, intrinsic motivation and self-determined behavior were expected to be
higher (Deci & Ryan, 1985).
In the 1990s there was a movement to define the skills of self-determination as an
educational outcome in order to encompass capacity2 and opportunity, both of which are
components of self-determination (Mithaug, 2013; Wehmeyer, 1997). In 1992,
Wehmeyer applied Deci and Ryan’s (1985) psychological construct of self-determination
to the field of education and individuals labeled with intellectual disability, thereby
establishing the functional model of self-determination. He reinforced that the outcome of
being self-determined was not focused on displaying a particular set of behaviors or
skills, but exploring the characteristics of an individual’s behaviors. Shogren (2011)
stated that “specific behaviors are not what define self-determination; instead, it is

2

The term capacity will be utilized throughout this study to refer to the perceived ability
of a person to be self-determined. In the context of this study, the construct of an
intelligence quotient, or IQ score, will not be utilized to describe student capacity.
13

whether these behaviors are used by the individual to work toward self-selected goals that
improve his or her quality of life” (p. 116).
As the functional model of self-determination continued to develop, the focus
returned to the motivational aspects initially derived from Deci and Ryan’s (1985) work.
In 2006, Wehmeyer and Mithaug proposed causal agency theory as a means to further
understand how one becomes self-determined. Shogren and colleagues (2015) expanded
on that work by proposing causal agency theory as an extension and further revision of
the functional model of self-determination. Causal agency theory “conceptualizes selfdetermination as a general psychological construct within the organizing structure of
theories of human agentic behavior” (Shogren et al., 2015, p. 256). Rather than focusing
on control over events or outcomes, self-determined action refers to the degree to which
one’s behavior is volitional and agentic, connecting actions with outcomes (Shogren et
al., 2015).
From an individual’s viewpoint, self-determination includes the determination of
one’s own course of action (Shogren et al., 2015). For individuals with disabilities,
expression of self-determination also means the opportunity to experience the same civil
and human rights as all citizens of the United States (Wehmeyer, 1997). To become selfdetermined, students need to learn to express preferences and adjust to their own choices.
In 2015, Shogren and colleagues introduced a definition of self-determination through the
context of causal agency theory:
a dispositional characteristic manifested as acting as the causal agent in one’s
life. Self-determined people (i.e., causal agents) act in service to freely
chosen goals. Self-determined actions function to enable a person to be the
causal agent in his or her life. (pp. 258)
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Self-determined action is composed of three characteristics: volitional action, agentic
action, and action-control beliefs (Shogren et al., 2015). People who are self-determined
embody the characteristic or quality of “self-determination,” a noun referring to the
degree to which that person acts or behaves in ways that are self-caused, as opposed to
other-caused (Shogren, Wehmeyer, & Khamsi, 2016). A self-determined person displays
volition through conscious, intentional, autonomous expression of preferences. The
display of agentic action includes self-direction and self-regulation toward a goal to
achieve a self-determined outcome. A person who holds positive action-control beliefs
has the self-awareness and self-knowledge to function in an empowered, goal-directed
manner.
Figure 1 outlines the functional model of self-determination (Wehmeyer, 1999). A
student’s personal factors, such as development, are linked to their capacity (Lee et al.,
2012; Wehmeyer, 1999). Capacity refers to the student’s knowledge, abilities, and
perceptions that support their self-determination (Mithaug, 2013). Capacity can be
influenced by learning, which may be accomplished through direct instruction (Shogren
et al., 2012; Wehmeyer et al., 2013). External factors, such as environment, are linked to
opportunity (Lee et al., 2012; Wehmeyer, 1999). Opportunity refers to the chances
students are provided to use their knowledge and skills (Mithaug, 2013). Opportunity can
be influenced by experience. Both capacity and opportunity are influenced by student
perceptions of and beliefs about their own abilities, as well as the perceptions and beliefs
held by parents and teachers (Wehmeyer, 1999).
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Figure 1. A functional model of self-determination (Wehmeyer, 1999; Wehmeyer,
Agran, et al., 2007).
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A student’s ability to become self-determined is expressed through the
combination of capacity and opportunity as supported by parents and teachers. This
combination results in the essential characteristics of self-determination: autonomy, selfregulation, psychological empowerment, and self-realization (Wehmeyer, 1999).
Behavioral autonomy, viewed as individuation and independence, is displayed through
the component element of choice-making (Wehmeyer, 1999; Wehmeyer, Shogren, et al.,
2007). Self-regulated behavior, viewed as having some control over actions, is displayed
through component elements such as: decision-making; problem-solving; goal-setting
and attainment; self-observation, evaluation, and reinforcement; self-instruction; and selfmanagement and self-regulation (Wehmeyer, 1999; Wehmeyer, Shogren, et al., 2007).
Psychological empowerment, viewed as feeling capable and acting in that manner, is
displayed through component elements such as self-advocacy and leadership, and selfefficacy (Wehmeyer, 1999; Wehmeyer, Shogren, et al., 2007). Self-realization, viewed as
understanding the effect of one’s actions, is displayed through component elements such
as self-awareness and self-knowledge (Wehmeyer, 1999; Wehmeyer, Shogren, et al.,
2007).
To become self-determined, students need to learn to express preferences and
adjust to their own choices. Choice-making, decision-making, problem-solving, and goalsetting are all skills necessary for an individual to display their self-determination
(Wehmeyer, Agran, et al., 2007). Implementation of the three-step process of the SDLMI,
Set a Goal, Take Action, and Adjust Goal or Plan, has been shown to provide students
with the opportunity to receive instruction in these component elements of selfdetermination (Wehmeyer, Agran, et al., 2007). This process is supported by Deci and
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Ryan’s (1985) findings that when an individual’s actions are part of a self-selected goal
sequence, they are more likely to be self-initiated and based on their own choice, thus a
self-determined process.
Anchoring this study in the current definition of the functional model of selfdetermination provided a framework for qualitative data analysis. This framework was
used to guide: (a) the creation of a semi-structured interview process that occurred with
students, their parents, and their teachers at the beginning and end of the study; (b) the
analysis of video taken during IEP meetings; (c) the analysis of the worksheets associated
with implementation of the SDLMI; and (d) the analysis of the IEP documents completed
the year prior to and the year during the course of this study. Through the current study,
the expression of self-determination was explored from the viewpoint that there may be a
formulation outside of the characteristics generally associated with the theoretical
framework.
Background and Need
Since the 1990s, when research in the field of self-determination began focusing
on the application of the theory to individuals labeled with intellectual disability, there
have been numerous studies conducted within both general and special education
classrooms (Agran, Wehmeyer, Cavin, & Palmer, 2010; Kim & Park, 2012; Lee et al.,
2015; Shogren et al., 2012). However, there is often a greater emphasis on the essential
characteristics and component elements of self-determination and the overall outcome,
rather than the steps of implementation followed by the classroom teacher. This study
utilized the SDLMI as an instructional method to provide students with transition-related
support and a connection to authentic participation in their IEP meeting, while providing
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special education teachers with detailed information and guidance on how the essential
characteristics and component elements of self-determination can be operationalized in
classroom instruction. This information and guidance included modifications to the
process outlined by Wehmeyer, Agran, and colleagues (2007) in order to address the
needs of a range of learners.
Through direct instruction of the SDLMI, students engaged in the recursive
process of planning, implementing, and achieving a goal prior to the time of their annual
IEP meeting. Attendance at and participation in their IEP meeting provided an
opportunity for the students to share their interests and goals, and what they were doing
or wanted to do in order to work toward those goals. Given that each student has their
own capacity for the expression of the essential characteristics and component elements
of self-determination, the focus was on the opportunity to participate and interact with the
members of the IEP team, not on a particular outcome.
By seeing the student in action at their IEP meeting, team members were provided
a direct view of the student’s current capacity for self-determination. This interaction
built the relational connection between team members and the student, assisting team
members in supporting next steps for the student in areas such as goal formation,
decision-making, or problem-solving, whichever step was appropriate given the needs of
each individual student. There is no singular outcome of becoming self-determined.
Skills are displayed along a continuum and across environments, with each individual
possessing and displaying their own set of skills at any given point in time.
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Research Questions
The purpose of this qualitative case study was to describe the experiences and
participation of two high-school students labeled with intellectual disability or autism at
their IEP meetings, following participation in the Self-Determined Learning Model of
Instruction (SDLMI). Connections between the perspectives of students, parents, and
teachers, along with their individual viewpoints on self-determination and the SDLMI
were explored. The following research questions guided the exploration:
1. What essential characteristics and component elements of self-determination are
present in the verbal and nonverbal participation displayed by a person labeled
with intellectual disability or autism at their IEP team meeting following
participation in the SDLMI?
2. What role do the adults, education professionals, and parents play in coconstruction of information during the IEP meeting in relation to student
demonstration of the essential characteristics and component elements of being
self-determined?
3. How is the concept of self-determination expressed by the parents of students
labeled with intellectual disability or autism who are culturally diverse?
Summary
Students with disabilities, particularly those labeled with intellectual disability or
autism, need to receive direct instruction in order to develop skills in support of their
transition from the school system. Development of the essential characteristics and
component elements of self-determination is a research- and evidence-based practice that
leads to more positive life outcomes. The annual IEP meeting is an opportune time for
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individuals with intellectual disability or autism to express their interests and goals
through authentic expression in a process that is legally required. Current research does
not focus on a connection between the SDLMI, a transition-related instructional method,
and the IEP meeting. This study provided teachers with supporting materials and
guidance to implement the SDLMI as a means to observe student participation in the
student’s IEP meeting, the role adults present in the meeting play in co-construction of
information, and the expression of self-determination by parents who were culturally
diverse.
Definition of Terms
Autism: a disability characterized by difficulty in communicating and forming
relationships with other people, and in using language and abstract concepts.
Autonomy: freedom from external control, independence.
Best Practice: utilized within the educational context, a strategy or methodology that,
through research, has proven to reliably lead to a desired result.
Capacity: a student’s knowledge, abilities, and perceptions that support their selfdetermination (Mithaug, 2013).
Causal Agent: a person who makes or causes things to happen in their lives, rather than
others making them act in certain ways (Shogren et al., 2015).
Direct Instruction: a method widely used in American public schools involving
instructional approaches that are structured, sequenced, and led by teachers.
Individualized Education Program (IEP): a written statement developed, reviewed, and
revised in a meeting, at least annually, that includes descriptions of a student’s

21

current functioning, goals that will address continued development in identified
areas of need, and services that will support achievement of the identified goals.
Individual Transition Plan (ITP): a document incorporated into the Individualized
Education Program that includes measurable postsecondary goals based on ageappropriate transition assessment in the areas of education, employment, and
independent living skills, where appropriate, and the transition services necessary
to assist the student in reaching their goals.
Intellectual Disability: a disability characterized by differences in both intellectual
functioning and adaptive behavior.
Opportunity: the chances students are provided to use their knowledge and skills
(Mithaug, 2013).
Psychological Empowerment: feeling capable and acting in that manner.
Self-Determination: a psychological construct applied to an educational context which
implies that individuals cause themselves to act in certain ways, as opposed to
someone or something causing them to act in certain other ways (Mithaug, 1998).
Self-Determined Learning Model of Instruction (SDLMI): a method of instruction
developed in alignment with the functional model of self-determination first
introduced by Wehmeyer and colleagues (2000) as a means to promote causal
agency (Shogren et al., 2015); instructional steps focus on the recursive process of
planning, implementing, and achieving a goal.
Self-Efficacy: a person’s belief in their capability to produce a certain level of
performance in order to have influence over events in their own life (Bandura,
1994).
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Self-Realization: understanding the effect of one’s actions.
Self-Regulation: having some control over one’s actions.
Volition: making conscious, intentional, or deliberate choices, or the power or will to
make such choices (Wehmeyer, Agran, et al., 2007).

23

CHAPTER II
The Review of the Literature

The IDEA (2004) mandates that on or before the age of 16, all students receiving
services through special education are to participate in the development of their
Individualized Education Program (IEP), including their Individual Transition Plan (ITP).
Research has shown that meaningful participation of students with disabilities, in
particular students labeled with intellectual disability, is connected to direct instruction
that informs them of the process and their role in expressing themselves and making
decisions (Griffin, 2011). These skills are component elements of self-determination, a
best practice in the field of special education; and the Self-Determined Learning Model
of Instruction (SDLMI) is a method of instruction that teachers can incorporate into any
environment to support development on behalf of their students (Landmark et al., 2010;
Papay & Bambara, 2014; Shogren et al., 2013). The purpose of this qualitative case study
was to describe the experiences and participation of two high-school students labeled
with intellectual disability or autism at their IEP meetings, following participation in the
SDLMI. Connections between the perspectives of students, parents, and teachers, along
with their individual viewpoints on self-determination and the SDLMI were explored.
The first section of the literature review provides an overview of student
expression of self-determination. Before providing details on the outcome expectancies
of both teachers and parents, tools for the measurement of self-determination are
reviewed. Then, current research on the implementation of the SDLMI is provided. With
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this background of research, the gaps that form the basis for this study will be explored,
including a connection between student participation in the SDLMI and participation at
their IEP meeting, and how the concept of self-determination is applied to students
labeled with autism and intellectual disability and their parents who are culturally
diverse.
Student Expression of Self-Determination
The development of the essential characteristics and component elements of selfdetermination for students with disabilities is connected to both personal factors such as
age, gender, and capacity, and with external factors such as opportunity and instructional
exposure (Lee et al., 2012). Both personal and contextual factors are connected to the
development and expression of autonomy, problem-solving, and persistence, which are
associated with self-determination and positive postschool outcomes (Zhang & Benz,
2006), elements of the essential characteristics of self-determination. Research has shown
that students labeled with intellectual disability have the capacity to learn and display the
skills of self-determination (Lee et al., 2012; Shogren, Kennedy, Dowsett, & Little, 2014)
particularly when provided with environmental conditions that support involvement in
decisions that impact their lives (Shogren, Wehmeyer, Buchanan, & Lopez, 2006).
The importance of addressing both personal and external factors when supporting
a student’s development of the essential characteristics and component elements of selfdetermination has been researched through utilization of the National Longitudinal
Transition Study-2 (NLTS2; Doren, Gau, & Lindstrom, 2012; Papay & Bambara, 2014;
Shogren, Villarreal, Dowsett, & Little, 2016; Shogren, Kennedy, Dowsett, Villarreal, &
Little, 2014). In addition to data on demographics and progress, the NLTS2 examined
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characteristics and statistics, particularly in the area of self-determination, of a national
sample of students as they transitioned from secondary school to adult life from the ages
of 13 to 16 years at the start of the study in 2000, and 21 to 25 years at the conclusion in
2009. Shogren, Kennedy, Dowsett, and Little (2014) conducted a secondary analysis of
the NLTS2 data and determined that three of the four essential characteristics of selfdetermination—autonomy, self-realization, and psychological empowerment—were
measured by the instrument. Subsequently, Shogren and Villarreal (2015) utilized data
from the NLTS2 to identify research-based constructs that may affect students with
disabilities during high school. They found that students labeled with intellectual
disability continued to be less likely to be involved in the process of their education or
provided opportunities that fostered independence (Shogren & Villarreal, 2015).
Students who participated in their IEP, and specifically in their transition
planning, have been found to be more self-determined (Williams-Diehm, Wehmeyer,
Palmer, Soukup, & Garner, 2008). Numerous researchers have determined through
increases in student participation in their IEP meetings and/or increased scores on
assessments of self-determination that an effort that can have a significant impact on
these skills is for the students to be directly involved in the development and
implementation of their IEPs, including meaningful participation at the meeting (Agran &
Hughes, 2008; Griffin, 2011; Shogren, 2013b). Strategies have included: (a) the
implementation of specific curricula to support student involvement in and participation
at their IEP meetings; (b) person-centered planning focused on student participation in
their IEP meetings; and (c) the combination of a specific curriculum and person-centered
planning on student involvement in their IEP meetings.
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Researchers have conducted studies to gather information from students labeled
with intellectual and other disabilities who were focused on their opportunities to
participate in IEP development and receive instruction in self-determination (Agran &
Hughes, 2008; Wehmeyer, Palmer, et al., 2007). In a study by Agran and Hughes (2008),
13% of the participants were labeled with intellectual disability; they found that only
24% of participants reported to know what an IEP was, although 53% stated they had
attended an IEP meeting. Over 80% of these students stated that they had not been taught
to lead their IEP meeting or read their IEP document, and 67% said they did not know
their IEP goals, while the remaining 33% said they knew their goals and were able to
provide examples. When asked about choice-making, participants were more positive
about their opportunities when they made their own choices, as opposed to when teachers
or parents made choices for them.
Building the essential characteristics and component elements of selfdetermination through opportunity includes student participation in both direct instruction
and participation in their IEP meeting. Research has shown that there is a causal
relationship between learning strategies for self-determination, taught by the SDLMI, and
increased self-determination for individuals labeled with intellectual disability (Shogren
et al., 2012; Wehmeyer et al., 2013). However, it is not merely a student’s presence in the
IEP meeting, but their meaningful participation that results in reinforcement of selfdetermination.
In a factor analysis of variables predicting transition knowledge and skills, global
self-determination and self-regulation, as measured by problem-solving and goal-setting
skills, were the most significant predictors (Martin et al., 2006; Wehmeyer, Palmer, et al.,
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2007). Overall, it has been shown that both personal (capacity) and external (opportunity)
factors contribute to students successfully displaying the essential characteristics and
component elements of self-determination (Shogren et al., 2007; Wehmeyer et al., 2000).
Cavendish (2013) found that when environments are student-centered and students are
directly involved in the educational, decision-making process, the likelihood of school
and postschool success is increased.
Measurement of Self-Determination
The AIR Self-Determination Scale, and the Arc’s Self-Determination Scale
(SDS), are used frequently in research studies to provide measurement of student selfdetermination, pre- and/or post-intervention (Carter, Owens, Trainor, Sun, & Sweeden,
2009; Carter et al., 2013a, 2013b; Lee et al., 2012; Shogren et al., 2014; Shogren et al.,
2015; Wehmeyer et al., 2012). They can be administered to students of varying cognitive
ability (Shogren et al., 2007). The American Institutes for Research (AIR) developed the
AIR Self-Determination Scale (referred to here as AIR) based on the self-determined
learning theory (Shogren et al., 2008). The AIR produces a profile of the student’s level
of self-determination based on capacity and opportunity, identifies areas of strength as
well as those needing improvement, and provides educational goals to consider for the
student’s IEP (Mithaug, 2013; Wolman, Campeau, Dubois, Mithaug, & Stolarski, 1994a).
Capacity refers to the student’s knowledge, abilities, and perceptions that support their
self-determination, while opportunity refers to the chances they are provided to use their
knowledge and skills (Mithaug, 2013).
By contrast, the SDS is based on the functional theory of self-determination and is
focused on defining the essential characteristics of self-determination (Wehmeyer, 2013).
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It was developed to assess the self-determination strengths and weaknesses of adolescents
with disabilities, support student involvement in educational planning and instruction to
promote self-determination as an educational outcome, develop goals and objectives in
the area of self-determination, and assess student self-determination skills for research
purposes (Wehmeyer, 2013). Following completion, the SDS provides a total selfdetermination score and four sub-domain scores: autonomy, self-regulation,
psychological empowerment, and self-realization.
Decisions about which instrument to use when measuring self-determination
should be based on the information the researcher is seeking, including as framed by the
theoretical perspective: an individual’s capacity and opportunity to be self-determined, or
essential characteristics of self-determination that an individual perceives they possess
(Shogren et al., 2008). In addition, the AIR may be selected, as opposed to the SDS,
given that report forms are available for parents (AIR-P) and educators (AIR-E), 3 as well
as students (AIR-S; Carter et al., 2009; Carter et al., 2013a, 2013b; Shogren, Kennedy,
Dowsett, Villarreal, et al., 2014).
Carter and colleagues (2013a) utilized the AIR with parents to gather information
on the importance of self-determination in the life of their child, the degree to which their
child displayed self-determination, barriers to self-determination, and input for how
schools could support self-determination. In another study, Carter and colleagues (2013b)
used the scale to ask parents to provide ratings of the importance they placed on their
child acquiring the skills of self-determination. Use of the SDS focuses on personal
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The AIR refers to teachers as educators. For the purpose of this dissertation the term
teachers will be used except in reference to administration of the AIR and its forms
(Shogren, Wehmeyer, Palmer, Rifenbark, et al., 2015; Wehmeyer et al., 2012).
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characteristics of the student and has been utilized along with the AIR-S in order to
incorporate an individual’s capacity for, and opportunity to practice the essential
characteristics of self-determination (Lee et al., 2012; Shogren, Wehmeyer, Palmer,
Rifenbark, et al., 2015; Wehmeyer et al., 2012).
Shogren and colleagues (2008) conducted a study to examine the relationship
between the SDS and the AIR, the underlying theoretical frameworks, and the selfdetermination constructs within each measure. On the AIR-S, a strong relationship was
found between the capacity and opportunity subscales, reinforcing the self-determination
construct. A weaker relationship was found in this relationship on the AIR-E, which may
be connected to the assumption some teachers make about the capacity of a person
labeled with intellectual disability to be self-determined. The researchers suggest that
while student ratings are influenced by the connection they see between their capacity
and opportunity, educators do not perceive a strong connection between students’
capacity for self-determination and the opportunities in which they engage (Shogren et
al., 2008).
For the current study, information on the capacity and opportunity, as well as
essential characteristics and component elements of self-determination displayed by
students prior to the start of implementation was gathered from a review of the current
IEP document and semi-structured interviews with the student, at least one family
member, and their teacher, as opposed to administration of a measurement of selfdetermination. Rather, elements of both the AIR-S and SDS were utilized to create a
semi-structured interview protocol for the students, and the AIR-E and AIR-P were used
respectively to create the teacher and parent interview protocols. This process allowed for
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incorporation of elements of the self-determined learning theory while continuing to
anchor the current study in the functional theory of self-determination.
Teachers’ Outcome Expectancies for Students Displaying the Component Elements
of Self-Determination
General and special education teachers view self-determination as an important
skill for postschool success (Carter, Lane, Pierson, & Stang, 2008). Research has shown
that special education teachers rate the importance of providing instruction related to selfdetermination as significantly more important than general education teachers (Carter et
al., 2008). However, Wehmeyer and colleagues (2000) found that there were special
education teachers that supported students labeled with intellectual disability who
continued to question the benefit of providing instruction in the area of self-determination
due to their assumptions of limited capacity.
A review of the constructs within the AIR found that teachers continued to
perceive differences in student capacity to be self-determined in connection with their
perceived level of intelligence (Shogren et al., 2007). However, no significant differences
were found in provision of opportunities within the school environment based on
perceptions of capacity (Shogren et al., 2007). Social skills and behavior ratings have
been predictors of teachers’ ratings of student capacity for self-determination (Carter et
al., 2009).
Teachers have rated students labeled with intellectual disability as “almost never
to sometimes,” demonstrating the component elements of self-determination with the
most challenging areas being self-evaluation of their progress toward a goal and making
adjustments to support their progress (Carter et al., 2009). This aligns with the findings
by Agran and Hughes (2008) that while 94% of students in their study rated self-
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advocacy as the highest area of involvement, only 46% rated self-instruction. Prospects
for students to display the component elements of self-determination are directly linked
to the opportunity to learn and practice the skills, particularly for students labeled with
intellectual disability (Carter et al., 2009).
In a survey of general and special education high school teachers, more than twothirds considered problem-solving, self-management, and decision-making, skills of selfdetermination, as very important instructional priorities in their classroom (Carter et al.,
2008). These skills are key areas of focus in the SDLMI. In a study by Shogren, Plotner,
Palmer, Wehmeyer, and Paek (2014), focusing on teacher implementation of the SDLMI
and teacher perception in terms of student capacity and opportunity for selfdetermination, 94% of the participating teachers reported learning about strategies to
support self-determination prior to the start of the study. However, over 50% reported
that at the time of the study they did not have students demonstrating the skills of selfdetermination. In the area of opportunity, students in the treatment group were rated
lower at baseline, but displayed significant change by the end of the year in comparison
to the control group.
Parents’ Outcome Expectancies for Their Children Displaying the Component
Elements of Self-Determination
For students labeled with intellectual disability, not only must the skills of selfdetermination be reinforced through direct instruction, but also through family
involvement (Wehmeyer, 2014). Research in the field of transition has found family and
parent involvement to be a key component and best practice (Landmark et al., 2010;
Zhang & Benz, 2006). Studies surveying parents of students labeled with intellectual
disability have been conducted from pre-kindergarten through 21 years of age (Carter et
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al., 2013a, 2013b; Landmark, Zhang, & Montoya, 2007). The majority of parents
involved stated that their knowledge of transition planning focused on their children’s
strengths, weaknesses, interests, and goals, not specifically the skills associated with the
component elements of self-determination.
Carter and colleagues (2013a) asked parents to provide ratings of the importance
they placed on their child acquiring particular skills of self-determination: (a) choicemaking, (b) decision-making, (c) goal-setting, (d) problem-solving, (e) self-advocacy and
leadership, (f) self-awareness and self-knowledge, and (g) self-management and selfregulation. Sixty-eight parents of adults labeled with autism spectrum disorders or
intellectual disability, ages 19 to 21, participated. The majority were European American,
91.26%, while 2.91% were Hispanic American, and 2.27% were Asian American.
Overall, they identified importance in their children learning the identified skills of selfdetermination. However, less than 13% of these parents rated their children as performing
the skills very well, although they were more successful in the areas of choice-making,
self-awareness, and self-knowledge (Carter et al., 2013a).
Parents of children labeled with intellectual disability may place less importance
on the skills of self-determination, while children who had a specific learning disability,
fewer challenging behaviors, and spent more time in the general education classroom
were rated as having a greater capacity for self-determination (Carter et al., 2013a).
Similar results were found through a secondary analysis of the NLTS2 that focused on
parental expectations and actual student achievement (Doren et al., 2012). In another
secondary analysis of the NLTS2, Shogren and Villarreal (2015) found that students
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labeled with intellectual disability tended to score the lowest, in comparison to other
areas of disability, in parent outcome expectations, and in parent involvement.
Self-Determined Learning Model of Instruction
The implementation of a specific curriculum to teach students with intellectual
disabilities the skills of self-determination and IEP meeting participation has been
emphasized by a number of researchers (Agran & Hughes, 2008; Griffin, 2011; Lee et al,
2012; Shogren et al., 2015). The SDLMI is a method of instruction developed in
alignment with the functional model of self-determination first introduced by Wehmeyer
and colleagues in 2000 as a means to promote causal agency (Shogren, Wehmeyer,
Palmer, Forber-Pratt, et al., 2015). The steps within the method focus on the recursive
process of planning, implementing, and achieving a goal. Goals can be academic,
functional, or transition focused, with achievement not dependent on previous goalsetting experience or level of educational support (Shogren et al., 2012).
The SDLMI provides teachers with a process through which to provide
instruction on the essential characteristics of self-determination: acting autonomously,
making choices and decisions; displaying self-regulation of behavior, having some
control over actions; acting in a psychologically empowered manner, feeling capable and
acting in that manner; and acting in a self-realizing manner, understanding the effect of
one’s actions (Wehmeyer, Shogren et al., 2007). This method is not a stand-alone
curriculum; it is not tied to any particular content area, thereby allowing teachers to
incorporate self-determination instruction into ongoing curricular activities (Shogren et
al., 2012). It is appropriate for use with students with and without disabilities (Wehmeyer
et al., 2013), and is considered a flexible model of instruction focusing on teaching the
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skills of self-determination in alignment with academic and functional skill development
already in process within a classroom or program (Shogren et al., 2007). Research sheds
light on the efficacy of the SDLMI and identifies a causal relationship between
instruction with this tool and goal attainment, particularly in comparison to teachers
providing informal instruction on self-determination (Shogren et al., 2012; Shogren et al.,
2014; Wehmeyer et al., 2012).
Table 2 provides an overview of school-based studies over the past decade that
featured implementation of the SDLMI, including students labeled with intellectual
disability. Information about implementation across the studies reflects Wehmeyer and
colleagues’ (2000) focus on students solving a problem by posing and answering a series
of four questions in each of three phases as they learn, modify, and apply their learning to
self-selected goals. The researchers emphasize that this instructional method is meant to
support teachers to guide and direct instruction, thereby enabling students to engage in
self-determined learning by self-regulating and self-directing their learning process.
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Table 2
Outcomes for Studies Implementing the Self-Determined Learning Model of Instruction
Study
Agran, Wehmeyer, Cavin,
and Palmer (2010)

Participants
3 students, Grades 8–9;
race/ethnicity not provided;
labeled with intellectual
disability

Treatment Group Outcomes
Achieved mastery level on
goals related to progress in a
general education class: public
speaking, asking questions,
preparing food

Kim and Park (2012)

24 students, Grades 7–9; the
study took place in Korea; 83%
labeled with intellectual
disability, 17% labeled with
autism

Focus on family-involved
SDLMI, culture was not
discussed in findings;
increased academic
engagement and academic
goal attainment

Shogren, Palmer,
Wehmeyer, WilliamsDiehm, and Little (2012)

312 students, Grades 9–
postsecondary; race/ethnicity of
the treatment group: 40%
European American; 27%
Hispanic American; 28%
African American; 1% other;
4% missing; race/ethnicity of
the control group: 75%
European American; 15%
Hispanic American; 9%
African American; 1% other;
30% labeled with intellectual
disability, 70% labeled with
learning disability

Students labeled with ID had
significantly higher attainment
of transition-related goals, no
difference for academic goals;
students labeled with LD had
significantly higher attainment
of academic goals, no
difference for transitionrelated goals; race/ethnicity
not discussed in findings

Shogren, Plotner, Palmer,
Wehmeyer, and Paek
(2014)

312 students, Grades 9–
postsecondary; race/ethnicity
not provided; 30% labeled with
intellectual disability, 70%
labeled with learning disability;
57 teachers

Teacher perceptions of student
capacity may reflect treatment
group increases in knowledge,
abilities, and perceptions;
teacher perceptions of student
capacity and opportunity for
self-determination increased
with implementation of the
SDLMI

As evidenced in Table 2, researchers have utilized the same group of 312 students
to highlight various aspects of implementation of the SDLMI. Wehmeyer and colleagues
(2012) utilized this same group of students to explore causal evidence for methods that
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promote self-determination. In their overview on implementation of the SDLMI they
stated that the first step in the process was to read the question with or to the student and
discuss what the question means. Based on the needs of the student the teacher may
change the wording to support student understanding of the question, but the researchers
emphasized that wording changes must be made in a way that retained the problemsolving intent of the question. They state that, “the teacher objectives within the model
are just that: the objectives a teacher will be trying to accomplish by implementing the
model” (p. 139). Each of the three instructional phases includes teacher objectives, linked
to the student questions, and educational supports. Kim and Park (2012) determined the
12 questions, four following each of the three phases of the SDLMI, on behalf of the
students, and included those in the study.
Limitations in the Current Body of Research
In the body of research surrounding self-determination and the SDLMI, there
were three gaps that the current study explored: a connection between implementation of
the SDLMI and student participation at their IEP meeting; modifications to the existing
details on implementation of the SDLMI to address a broader range of student abilities;
and the viewpoint of self-determination by parents who are culturally diverse, in
consideration of a different expression of the concept.
Self-Determined Learning Model of Instruction. Given the focus of the
SDLMI on students identifying and working toward goals of their own choosing, it is
surprising that a review of literature did not find any studies connecting this instructional
method to the IEP process or student participation at their IEP meeting. It would seem
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that the SDLMI could have an interrelationship with the IEP, assisting students in
planning and expressing their input. The current study explored this connection.
Researchers of the SDLMI typically provide information about implementation of
the model referencing the standard process and worksheets outlined by Wehmeyer,
Agran, and colleagues (2007). The study by Shogren, Plotner, and colleagues (2014)
provided this basic information while stating that the method can occur in any curricular
area, in this case “in a variety of classes and instructional activities” (p. 442). However, it
would be of more assistance to a practitioner in the field to know specific information
about the classes and activities.
Kim and Park (2012) explained that in each phase of the SDLMI, teachers ask
questions of the students, as provided on the worksheets, and then work with them to
answer the questions. The researchers stated that this process “optimizes students’
communication skills including expression and comprehension abilities” (p. 118), and
when reviewing the preparation phase the researchers stated that a variety of forms and
instructional materials, including activity sheets and worksheets for the students to be
used during implementation, were created. However, they did not provide details on the
teacher-to-student interactions or the activity sheets. Agran, Wehmeyer, Cavin, and
Palmer (2010) provided student responses to the questions posed in Phase 1 and 3, but
did not feature any modifications to the typical process. The current study includes
information about the modifications made to the worksheets and teacher-to-student
interactions.
Self-Determination for Students Who Are Culturally Diverse. In consideration
of the effects of efforts to increase IEP participation for students who are culturally
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diverse, research topics have included transition goals and students identifying their
needs, interests, strengths, and weaknesses (Griffin, 2011). Aspects of culture influence
both a student’s ability to acquire the skills of self-determination and how the construct is
operationalized within the culture (Zhang et al., 2005). Reviews of literature and research
on self-determination within cultures such as Navajo, Chinese, Taiwanese, Korean, and
Japanese have shown that while the construct has utility and value, individual
implementation may vary from Western cultures (Frankland, Turnbull, Wehmeyer, &
Blackmountain, 2004; Zhang et al., 2005; Zhang & Benz, 2006). However, some research
studies did not include the racial or ethnic demographics for the participants and therefore
did not take up a discussion about the relationship between culture and selfdetermination. This has left a gap in defining and expressing how self-determination is
viewed in relation to many cultures.
Families who are culturally diverse may value and emphasize a set of behaviors
that are different from those valued and emphasized by the dominant culture (Landmark
et al., 2007). Serna, Forness, and Nielsen (1998) stated that self-determination skills
parallel social competence, autonomy, and a sense of purpose, factors that are consistent
across cultures. While it is important for special education teachers supporting the
transition process to gain cultural competence in areas where differences may arise such
as communication and participation, one area that is key to operationalizing selfdetermination for all students is cultural perspective (Povenmire-Kirk, Bethune,
Alverson, & Kahn, 2015).
Cultural Perspective. Current research on self-determination lacks cultural
diversity and the perspectives of students and families who are culturally diverse.
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Frankland, Turnbull, Wehmeyer, and Blackmountain (2004) stated that the values at the
center of most efforts to promote self-determination, actions such as being goal-directed,
self-regulated, and autonomous, are those associated with Anglo-European or Western
cultures, typically guided by an individualist perspective. The exploration of strategies
that promote IEP participation and self-determination may be viewed differently by
cultures that value a collectivist or group perspective, such as African American, Asian
American Pacific Islander American, Hispanic American, and Native American (Black &
Leake, 2011; Griffin, 2011; Shogren, 2011; Zhang et al., 2005). These viewpoints are
essential to a complete understanding of self-determination and should be explored in
order to present a more holistic picture of its expression.
In collectivist cultures, such as those of China, Korea, and Japan, a sense of self is
understood in relationship with others; individuals often set their goals by considering
both their own needs and the needs of their family or the group as a whole (Browder,
Wood, Test, Karvonen, & Algozzine, 2001; Zhang et al., 2005; Zheng et al., 2015). Thus,
non-Western cultures may encourage values that are different from those associated with
self-determination (Zhang et al., 2005; Zhang & Benz, 2006). Zhang and Benz (2006)
called for further research into the tension between the cultural expectations of nonWestern cultures and the goal of self-determination as defined by Western cultures. For
example, student and family preferences must be considered in connection to the
implementation of the component elements of self-determination to ensure that a teacher
is supporting the values of the family and not simply imposing their own values (Zhang
& Benz, 2006).
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Zheng and colleagues (2015) interviewed families of young children with
disabilities residing in China to understand how choice-making, self-regulation, and
engagement, foundations for self-determination, were supported. While these skills were
valued, the focus was on dependence and obedience, according to the collectivist culture
and philosophy of Confucianism. The parent has authority over the child, and
engagement with others is highly valued, however there remains a cultural stigma toward
children with disabilities (Zheng et al., 2015).
Culturally diverse parents’ outcome expectancies for their children displaying
the skills of self-determination. Research that involved parents representing four racial or
ethnic groups, African American, Asian American, European American, and Hispanic
American, explored their understanding of self-determination, areas pertaining to their
child’s strengths and weaknesses, independent living skills, self-efficacy, goals, decisionmaking, and problem-solving, and the cultural influences of race and immigration status
(Zhang, 2005; Zhang, Landmark, Grenwelge, & Montoya, 2010). In the study conducted
by Zhang, Landmark, Grenwelge, and Montoya (2010), parents whose cultural
background differed from that of the mainstream European American culture were less
likely to know the term self-determination, teach their children self-efficacy, or talk to
their children about having and setting goals. European American and non-immigrant
parents were more likely to involve their children in activities that promoted selfdetermination in the home and community, while Asian American parents cited the
collective nature of the Asian culture as a reason for the lack of implementation of the
skills associated with self-determination (Zhang, 2005; Zhang et al., 2010).
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Given that the foundation of self-determination is action taken by self, not others,
it is important to incorporate varied perspectives into the way students labeled with
autism and intellectual disability express their self-determination. Current research is
focused on contextual factors, including family and culture that may influence the
development of self-determination and the outcome of efforts to support the skills of selfdetermination (Shogren et al., 2016; Wehmeyer et al., 2011). Through the understanding
of these influences, strategies can be implemented that honor and bring value to an
expression of self-determination that is rooted in the individual’s culture.
Through the current study, the expression of self-determination was explored
from the viewpoint that there may be a formulation outside of the characteristics
generally associated with the theoretical framework. Parents who are culturally diverse
provided insight on their perspective, how it connected to the relationship their child has
within the family unit, and what they viewed as success on behalf of their child labeled
with autism or intellectual disability. The role of the adults, education professionals, and
parents, in co-constructing meaning was also found to connect to the concept of selfdetermination in support of a broader application.
Summary
The review of literature on self-determination and the SDLMI provided insight to
the need for additional research. A wide body of research and pedagogy exists on the
teaching of the skills of self-determination and the performance outcomes for individuals
labeled with intellectual disability (Wehmeyer, Palmer, et al., 2007; Wehmeyer & Field,
2007). A review by Griffin (2011) of intervention studies that promoted selfdetermination and IEP participation documented positive effects, including a few specific
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to students who were culturally diverse. However, there is a lack of research that reflects
the expression of self-determination beyond a Western perspective.
The SDLMI focuses on building students’ self-determination through
consideration of and connection to their strengths, interests, and preferences. Little is
known, however, about the connection between implementation of the SDLMI and
evidence of self-determination through student participation at their IEP meeting. In
addition, there is variance in the amount of pre- or in-service training special education
teachers receive in terms of their role in the provision of transition services, including the
skills associated with self-determination (Li, Bassett, & Hutchinson, 2009; Wehmeyer,
2015). While the SDLMI includes teacher objectives and educational supports, these do
not always transfer to practice. Thus, there is a continued need for instructional strategies
that provide teachers with the tools to support and build the self-determined actions of
their students, particularly those who are labeled with autism or intellectual disability.
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CHAPTER III
Methods

Ensuring that students are provided the instruction necessary to participate in their
Individualized Education Program (IEP) meeting and that their input is meaningfully
reflected in the document reinforces the importance of the special education teacher’s
role. In addition, examination of the role of an education professional in co-constructing
the information expressed by a student has the potential to further inform best practices in
participating with and responding to students labeled with autism or intellectual disability
in the context of the meeting.
As the researcher, I approached this study as an educator with 24 years of
experience; 19 within the district where the study took place. I began my career as a
special education teacher, supporting high-school-aged students labeled with intellectual
disability and/or autism, and served in special education administrative capacities for 17
years before becoming an Assistant Superintendent of Teaching and Learning at the time
of this study. As a white woman and leader in this district, I recognize that I come to this
work and the relationships I have formed with students, parents, and education
professionals as a person of privilege, power, and access. It is with that knowledge that I
endeavor to tell the stories of these students in an authentic manner, representative of all
they contribute to our collective understanding of what it means to live a self-determined
life.
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The purpose of this qualitative case study was to describe the experiences and
participation of two high-school students labeled with intellectual disability or autism at
their IEP meetings following participation in the Self-Determined Learning Model of
Instruction (SDLMI). Connections between the perspectives of students, parents, and
teachers, along with their individual viewpoints on self-determination and the SDLMI
were explored. This section includes (a) a restatement of the research questions, (b) a
description of the research design, (c) an overview of the sample, (d) human subjects
consideration, (e) instrumentation, (f) data analysis, (g) a description of the procedures,
and (h) a summary.
Research Questions
1. What essential characteristics and component elements of self-determination are
present in the verbal and nonverbal participation displayed by a person labeled
with intellectual disability or autism at their IEP team meeting following
participation in the SDLMI?
2. What role do the adults, education professionals, and parents play in coconstruction of information during the IEP meeting in relation to student
demonstration of the essential characteristics and component elements of being
self-determined?
3. How is the concept of self-determination expressed by the parents of students
labeled with intellectual disability or autism who are culturally diverse?
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Research Design
This qualitative case study focused on contributing insights to the existing
concept of self-determination and its application to individuals labeled with autism or
intellectual disability in further explanation of that element of human social behavior
(Yin, 2011), giving “voice to people who are often studied but seldom heard” (Ferguson,
Ferguson, & Taylor, 1992, p. 14). This process also aligned with Mertens’ (2009)
definition of disability inquiry, as this study explored the sociocultural perspective of this
population and the steps toward taking control of their own lives, providing
understanding beyond a biological perspective of disability.
High-school students labeled with autism or intellectual disability received
instruction in the area of transition featuring the SDLMI to develop the essential
characteristics and component elements of self-determination in support of generalization
to their IEP meetings. The methodological approach to this study represents a form of
analytic induction, as described by Bogdan and Biklen (2007): semi-structured
interviews, review of official documents, and perspectives and definitions that emerge as
themes within the data (Bogdan & Biklen, 2007; Ferguson et al., 1992).
Sample
Purposeful sampling was used to select two students as the focus of a case study
based on the following criteria: (a) their participation in a program for students labeled
with disabilities such as autism or intellectual disability, (b) ethnicity, and (c) the timing
of their IEP meeting during the selected period of the study. Participants who are
culturally diverse were anticipated to add to the current base of research on selfdetermination and IEP participation, given that in a review of intervention studies
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conducted by Griffin (2011), of the 488 participants 65% were European American (n =
261) while only 10% were Hispanic American (n = 38) and only 1% were Asian
American or Pacific Islander American (n = 3). The featured case studies included one
student who was Hispanic American with a primary language of English, although both
Mandarin and English were spoken in the home. The other student was Asian American
with a primary language of English, although Spanish and English were spoken in the
home. These students and their families provide information about how the concept of
self-determination is expressed by individuals who are culturally diverse.
IEP meetings occur annually. As outlined in the IDEA (2004) the next meeting
must occur on or before one year from the date of the previous meeting. This requirement
narrowed the sampling pool of students who could be considered as a case study, as their
IEP had to occur within a specific three-month span of time in order to incorporate
implementation of the SDLMI prior to the annual IEP meeting.
Setting. This study took place on one of the five campuses in a high-school
district located in Northern California’s Bay Area. In this district of over 10,000 students,
approximately 9% were eligible for special-education services, 120 of whom were
supported in an Academic Community Transition (ACT) program for secondary and
postsecondary students labeled with disabilities such as autism or intellectual disability.
A key principle of these programs is the promotion of student self-advocacy and selfdetermination to achieve their goals and increase autonomy in the community.
The high school where the study occurred had a total student enrollment of 1,853.
Table 3 provides the racial and ethnic make-up of the student population within the
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school. Within the student population, 5.2% were socioeconomically disadvantaged, 3%
were English Learners, and 8% were eligible for special education.
Table 3
Racial and Ethnic Make-up of Students at the High School Where the Study Took Place
Race or Ethnicity
European American
African American
Hispanic American
Asian American
Filipino America
Native Hawaiian or Pacific Islander American
American Indian or Alaska Native
Two or more races

Percent of
Students
11.5%
0.4%
3.1%
80.1%
0.8%
0.1%
0.1%
3.8%

Number of
Students
213
8
58
1,485
15
2
2
70

Each ACT classroom was staffed with a special education teacher who holds an
Education Specialist Instruction Credential authorizing the holder to provide support to
students labeled with a primary eligibility of autism, intellectual disability, deaf-blind,
emotional disturbance, and multiple disabilities, kindergarten through age 22. Two
paraeducators were placed in each classroom with additional staff added to provide an
appropriate ratio to meet the individual and programmatic needs of the students in the
classroom. Related services such as speech therapy, occupational therapy, and assistive
and augmentative communication were provided based on individual need and
documentation in each student’s IEP. Academics addressed in these classrooms
supported students working on an alternate course of study that is aligned to the
California Department of Education standards. Community-based instruction and on-thejob training were provided as a means of developing work skills and exploring career
environments.
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Description of Participants. At the identified campus there were three classroom
programs that provided support for students labeled with disabilities including autism and
intellectual disability, stratified by varying levels of student support. The SDLMI was
implemented in two of the three classrooms with a student from each class featured in an
in-depth case study.
Kawhi. Kawhi was a senior and stated in his initial interview that, “When you’re a
senior, it’s really awesome. You get to wear your senior t-shirt. You get to have any
nickname you want on the back of your t-shirt.” He acknowledged that some people call
him by his nickname. The strengths identified in Kawhi’s annual IEP from the 2015-16
school year included that he was a cheerful and hardworking young man who enjoyed art
projects and sports, particularly watching basketball and football, and he liked to do
math.
Kawhi was of Chinese descent and eligible for special education in the category
of Autism. His initial psychoeducational evaluation and eligibility for special education
occurred at the age of three. Since that time his primary placement has been in special
day class settings with speech and language support. Both Mandarin and English were
spoken in the home with English being primary. Kawhi’s mother communicates with
school staff in English, translation has not been utilized during his four years in high
school. Kawhi was Re-designated Fluent English Proficient and did not need written or
verbal translation to participate fully within classroom instruction or the IEP meeting.
Kawhi’s previous assessments have identified strengths in visual/perceptual
processing and motor speed, which indicated that tracking and participating in classroom
discussions and completing activities relying on rote memory were skills that can be
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utilized in a range of curricular areas. Auditory comprehension, abstract reasoning, and
working memory continued to be areas where Kawhi needed additional support.
Providing extended time to work on a task or respond to a question have shown to be
helpful accommodations. His math calculation skills have been a historic area of
academic strength, yet he struggles when the calculation task is embedded in contextual
information (i.e., word problems). He also has a history of low reading comprehension.
Kawhi has meaningful relationship with a long-time classmate with whom he shares a
love of basketball, and he identifies his mom as someone who helps him with his
mathematics and reading, two academic areas that are important to him. Kawhi relies
primarily on verbal communication and can speak English. He needs encouragement and
wait time in group settings and when the demand of verbal processing is high.
In the annual IEP document, Kawhi’s case manager from the 2015-16 school year
described him as kind, respectful, and motivated, stating that he volunteered to help staff
and students when needed. The speech language pathologist described Kawhi as a very
confident communicator stating that his communication related to advocacy,
complimenting, compromising, expressing his thoughts and feelings, accepting
constructive criticism, and conversing had all shown tremendous improvement. Kawhi
was effective in a supporting role within speech group and was willing to take on
leadership roles. He had been able to take an active role using his communication in order
to problem-solve and could be counted on to follow directions and to ask or clarify if he
did not understand something.
Kawhi has had the same case manager three of his four years in high school. The
case manager began his career as a paraeducator in the district, at this school site, 17
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years ago. He completed his credential and began teaching within the ACT program 12
years ago.
Bianca. Bianca was a senior. Her favorite thing about school was meeting new
friends and teachers. When she is with her friends she likes to talk about how she’s doing.
The strengths identified in Bianca’s annual IEP from the 2015-16 school year included
that she was always helpful, cooperative and thoughtful; a hard worker who wanted to do
well in school, and that she enjoyed hanging out at the mall, socializing with her friends,
and doing hair and makeup.
Bianca is Hispanic American and eligible for special education in the category of
Intellectual Disability. Her parents immigrated to the United States from Nayarit, Mexico
shortly before her birth. Bianca’s initial psychoeducational evaluation and eligibility for
special education occurred during first grade. Since that time her primary placement has
been in special day class settings with speech and language support. As an incoming
freshman, she articulated to the high school within the boundary of her residence. During
her triennial evaluation that year it was determined that she would benefit from the
support of an ACT program and she transferred to the high school campus she currently
attends.
While Bianca is Re-designated Fluent English Proficient, Spanish is the primary
language spoken in the home. Both her mom and dad received translation for all
interviews that were conducted and to participate fully in the IEP meeting; Bianca did not
need written or verbal translation to participate fully within classroom instruction or the
IEP meeting.
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The translator was Hispanic American; her parents immigrated from Halisco,
Mexico. She grew up speaking English and Spanish in her home and described that there
was a stronger focus on speaking Spanish during her older sister’s childhood, which led
her to develop a form of “Spanglish.” She studied Spanish in high school through the
Advanced Placement level in order to become fluent. Her spoken Spanish remains
stronger than her written command of the language. She is an employee of the school
district whose primary role is as a transition program specialist. Given her fluency in
Spanish she often additionally serves in the role of translator.
Bianca’s previous assessments have identified strength in processing speed which
indicates that tracking and participating in classroom discussions are skills that can be
utilized in a range of curricular areas. Comprehension and memory continue to be areas
where Bianca needs additional support. Extended time to complete assignments, use of
notes on tests or quizzes, and the use of a graphic organizer have shown to be helpful
accommodations.
Bianca has meaningful relationships with friends that she enjoys talking with on
the phone or shopping with at the mall. She relies primarily on verbal communication and
can speak both English and Spanish. She does need encouragement and wait time when
the demand of verbal processing is high. In the annual IEP document for the 2015-16
school year, the speech language pathologist described her participation, motivation, and
attitude as being at a high level. She had taken on a leadership role by assisting other
students with greater communication needs. In addition, she advocated for her needs and
asked for help, clarification, and extra explanation when needed.
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This was Bianca’s first year working with her current case manager. The case
manager began her career as a paraeducator in the district, at this school site, 18 years
ago. She completed her credential and began teaching within the ACT program six years
ago.
Protection of Human Subjects
Given that one of the students participating in this study was under the age of 18,
the Institutional Review Board (IRB) process was followed, however, the study was
“found not to require further IRB review or oversight as it is a quality improvement
project not covered by federal guidelines for IRB review as ‘research.’” Both district- and
school-level permission was obtained including consent from the classroom teachers (see
Appendices A and B). Prior to participation, a statement of consent was provided to and
signed by each participating student and their parent(s), which included consent for audio
and video recording (see Appendices C and D). The majority of the data were stored on
the researcher’s hard drive and backed up to a secure server; all paper documentation was
scanned and stored on the researcher’s hard drive with original documents being
shredded. While implementation of the SDLMI occurred as part of the instruction within
each ACT classroom, the researcher confirmed the continued participation of each
participating student prior to each interview. In order to confirm their continued
participation, each student was informed that they could say “stop” should they wish to
end their participation. Strict confidentiality was maintained and pseudonyms have been
used.
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Instrumentation
Two different instruments were used for data collection purposes across the five
activities of the study. Table 4 provides the timeline for implementation.
Table 4
Timeline for Implementation of the Five Activities of Research and Data Collection
Phase and Activity

Student

Timeframe

I: Staff training

Kawhi
Bianca

November
December

II: Initial Interviews

Kawhi
Bianca

November
January

III: Implementation of the SDLMI

Kawhi
Bianca

November
January

IV: IEP Meeting

Kawhi
Bianca

December
January

V: Concluding Interviews

Kawhi
Bianca

December
January

Below is a description of each instrument.
Interview Protocol. An interview protocol was developed and utilized with the
participating students, their family members, and their teachers during both Activity II
and Activity V of the study (see Appendix E for the interview protocols). The qualitative,
semi-structured nature of the interviews provided ample opportunity for the researcher to
pursue various topics while providing the interviewee the opportunity to shape the
content of the interview (Bogdan & Biklen, 2007; Ferguson et al., 1992). The protocol
was constructed by incorporating content from both the AIR Self-Determination Scale
versions for student (AIR-S; found in Appendix F), parent (AIR-P; found in Appendix
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G), and educator (AIR-E; found in Appendix H; Wolman, Campeau, Dubois, Mithaug, &
Stolarski, 1994b, 1994c, 1994d), and the Arc’s Self-Determination Scale (SDS; found in
Appendix I; Wehmeyer, 2013).
Both the AIR and the SDS are available to the public and are utilized commonly
in research studies of self-determination. When used as a standard administration they
each provide a profile of the student’s level of self-determination, identify areas of
strength as well as those needing improvement, and provide educational goals to consider
for the student’s IEP (Mithaug, 2013; Wehmeyer, 2013; Wolman et al., 1994a). In
designing the interview protocol for students, parents, and teachers, the areas of capacity
and opportunity that form the AIR and the areas of autonomy, self-regulation,
psychological empowerment, and self-realization, essential characteristics of selfdetermination, that form the SDS were used to guide the process. As an example of some
of the information that was utilized to create the interview protocol, Table 5 provides an
overview of the categories within which statements about capacity and opportunity for
self-determination are organized for the AIR, and Table 6 provides an overview of the
statements that correspond with the essential characteristics of self-determination on the
SDS.
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Table 5
Categories of the AIR Self-Determination Scale
Student

Things I do (capacity)

Parent

Things my child does
(capacity)

How I feel (capacity)

Educator
Student knowledge of selfdetermination behaviors
(capacity)
Student ability to perform selfdetermination behaviors
(capacity)
Teacher perception of student
knowledge and ability to
perform self-determination
behaviors (capacity)

What happens at school
(opportunity)

What happens at school
(opportunity)

Student opportunity to perform
self-determination behaviors at
school (opportunity)

What happens at home
(opportunity)

What happens at home
(opportunity)

Student opportunity to perform
self-determination behaviors at
home (opportunity)

Write short answers about a
goal they are working on,
what they are doing to reach
the goal, and how well they
are doing in reaching the
goal

Write short answers about a
goal their child is working
on, what their child is doing
to reach the goal, and how
their child is doing in
reaching the goal

Write short answers about a
goal the student is working on,
what the student is doing to
reach the goal, and how the
student is doing in reaching the
goal

In order to provide translation for Bianca’s mother and father, the interviews in
both Activity II and Activity V were conducted by the researcher and translator. The
researcher read each question from the protocol in English; the translator provided
translation into Spanish for the parent and then translated the parent’s response into
English for the researcher. This process ensured that the researcher was able to maintain
the semi-structured, open-ended nature of the interview and ask follow-up questions or
modify questions based on the responses provided by the parent.
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“Listen to me.” The AIR-S sections titled “what happens at school” and “what
happens at home” include the statement “people at school/home listen to me when I talk
about what I want, what I need, or what I’m good at.” The researcher incorporated a
version of these statements into the semi-structured interview protocol. Based on the
subsequent statements in the AIR-S, “people at school/home let me know that I can set
my own goals to get what I want or need” and “people at school/home encourage me to
start working on my plans right away,” the researcher posits that the focus is on active
listening by the adults present in the individual’s life. Unfortunately, there are far more
examples of passive listening, adults hearing what an individual is saying but not utilizing
the information to co-construct goals and actions that support the interests and needs
identified by the individual, occurring in the life of a person labeled with a disability.
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Table 6
Categories of the Arc’s Self-Determination Scale
Section
1. Autonomy

Subsection
1A. Independence

Description
Routine personal care and family
oriented functions

1B. Independence

Interaction with the environment

1C-F. Acting on the basis
of preferences, beliefs,
interests and abilities

Recreational and leisure time
Community involvement and
interaction
Postschool directions
Personal expression

2A. Interpersonal
cognitive problem-solving

Each of the following questions tell
the beginning of a story and how
the story ends. Your job is to tell
what happened in the middle of the
story, to connect the beginning and
the end.

2B. Goal-setting and task
performance

The next three questions ask about
your plans for the future.

3. Psychological
Empowerment

Check the answer that
BEST describes you.

I can make my own decisions.
I will be able to make choices that
are important to me.

4. Self-Realization

Tell whether you think
each of these statements
describes how you feel
about yourself or not.

I am confident in my abilities.

2. Self-Regulation

Self-Determined Learning Model of Instruction (SDLMI). The SDLMI is a
model of teaching based on the key components of self-determination, self-regulated
problem-solving, and research on student-directed learning (Wehmeyer et al, 2000). The
primary focus of the instruction is for students to set goals based on their interests and
abilities, then take action and adjust the goal or plan as needed based on their progress.
The SDLMI includes educational supports that teachers may employ during the process
to assist student decision-making and problem-solving while supporting their self58

determination and self-monitoring. While it is included in the category of direct
instruction, the model is designed to be flexible and interactive.
The Teacher’s Guide for the Self-Determined Learning Model of Instruction
(Wehmeyer, Shogren, et al., 2007) provides instructional details to support students in
learning and using the essential characteristics and component elements of selfdetermination: setting, working toward, and achieving meaningful goals in the areas of
academics, transition, vocational skills, and community participation in order to achieve
more positive outcomes after leaving the school system. The model reinforces the four
essential characteristics of self-determination: acting autonomously, displaying selfregulation of behavior, acting in a psychologically empowered manner, and acting in a
self-realizing manner along with the component elements of self-determination
(Wehmeyer, 1997; Wehmeyer, Shogren, et al., 2007). Through three phases, the SDLMI
provides a structure that teachers implement to support students to take greater control of
their own learning, in turn enabling them to become causal agents in their own lives
(Wehmeyer, Shogren, et al., 2007).
The three phases of the SDLMI are Set a Goal, Take Action, and Adjust Goal or
Plan. Each phase has four questions representing a problem-solving sequence. In each
phase the questions begin with a problem and move in order to have the student decide
how to solve the problem by setting a goal. The same problem-solving sequence is
present in each of the three phases of the model.
Of the component elements of self-determination (Wehmeyer, Shogren, et al.,
2007), choice-making, decision-making, and problem-solving are used in all three phases
of the SDLMI (Palmer & Wehmeyer, 2002). For each phase of the SDLMI there is: (a) a
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figure featuring the student questions, educational supports, and teacher objectives; (b)
student worksheets with guiding questions; and (c) teacher worksheets listing educational
supports and teacher objectives (Wehmeyer, Agran, et al., 2007). The appendix includes
versions of the worksheets as presented in Promoting Self-Determination In Students
With Developmental Disabilities (Wehmeyer, Agran, et al., 2007). The modified versions
of the student worksheets that were created based on input from the classroom teachers to
support the instructional and communication needs of the student participants in the
current study are included in Appendix P.
Phase 1: Set a goal. Student progression through this phase is outlined in Figure
2 and guided by the student and teacher worksheets (see Appendices J and K). Instruction
included discussion about what a goal was and activities in the areas of interests, goals,
and areas to learn more about or improve on. During instruction, teachers focused on
student strengths, preferences, interests, beliefs, and abilities while assisting them to
prioritize their needs (Wehmeyer, Shogren, et al., 2007). The outcome of instruction was
for the student to complete the Set a Goal worksheet, which was modified to focus on,
“What am I good at?” leading to the identification of a goal rather than, “What class do
you want to improve in?” The second step on the worksheet was expanded beyond “What
do I know about it now?” to include another step asking “How can I learn more? Where
can I get more information? Go online, talk with someone, go to the library, etc.”
Depending on capacity at the time of the study and previous opportunities to display the
essential characteristics and component elements of self-determination, students chose
goals related to a school or community-based activity or a skill they wished to improve.
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Figure 2. Phase 1 of the SDLMI: Set a Goal (Wehmeyer, Agran, et al., 2007).
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Phase 2: Take action. Student progression through this phase is outlined in
Figure 3 and guided by the student and teacher worksheets (see Appendices L and M).
Instruction in this phase included discussion and activities in the area of goal attainment.
The teacher focus was on student self-monitoring, self-instruction, self-evaluation, and
self-reinforcement (Wehmeyer, Shogren, et al., 2007). The outcome of instruction was
for the student to complete the Take Action worksheet, outlining how to solve the
problem of, “What is my plan?” Modifications included starting the worksheet with a
restatement of the student’s goal and asking “Is there something I don’t know in order to
achieve my goal?” before asking question 5 “What can I do to learn what I don’t know?”
In an attempt to assist students in understanding the use of the term barrier, an additional
question, “What makes it hard for me to do my goal?” was added to question 6 along
with a picture of a wall and an explanation connecting it to the word barrier. For question
7, “What is stopping me?” was added before “What can I do to remove these barriers?” A
follow-up question was added, “What do I need to do to make that happen? Look at
requirement?” before question 8 which was expanded to “When will I take action, start
working on my plan?”
Following completion of the action plan, the student needs to be provided time to
work on their plan before continuing on to Phase 3. This may result in moving to Phase 3
after some activity toward goal attainment has occurred, but not necessarily progress
(Palmer & Wehmeyer, 2002). Learning and internalizing the essential characteristics and
component elements of self-determination and participating in the SDLMI are recursive
processes. Any time a student is unsure about their goal or the plan, teachers should
encourage them to return to Phase 1 or 2.
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The goal of this study was to gather qualitative information about the connection
between the SDLMI and a student’s participation in their IEP meeting, not necessarily
successful completion of all phases of the SDLMI. Bianca moved to Phase 2 prior to her
IEP meeting, and Kawhi moved to Phase 3 prior to his IEP meeting. As previously stated,
component elements of self-determination are included in each phase of the SDLMI.
Therefore, even students who do not progress beyond Phase 1 will have experienced
some level of engagement in support of participation at their IEP meeting.
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Figure 3. Phase 2 of the SDLMI: Take Action (Wehmeyer, Agran, et al., 2007).
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Phase 3: Adjust goal or plan. Student progression through this phase is outlined
in Figure 4 and guided by the student and teacher worksheets (see Appendices N and O).
Instruction includes discussion and activities in the areas of self-evaluation and selfawareness. The teacher should focus on collaborating with the student to compare
progress with the goal that was set in Phase 1 (Wehmeyer, Shogren, et al., 2007). The
outcome of instruction is for the student to complete the Adjust Goal or Plan worksheet,
outlining how to solve the problem of, “What have I learned?” No modifications were
made to this worksheet.
The emphasis of the SDLMI is to utilize instructional strategies and educational
supports that encourage student-directed learning. However, based on factors such as
student capacity and previous opportunity to experience the essential characteristics and
component elements of self-determination, there will be times where instructional
strategies will be teacher directed (Wehmeyer et al., 2013). This support will benefit the
students as they determine the appropriate plan of action to achieve their self-selected
goal.
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Figure 4. Phase 3 of the SDLMI: Adjust Goal or Plan (Wehmeyer, Agran, et al., 2007).
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Data Analysis
The data analysis demonstrates transparency, trustworthiness, and rigor by
incorporating credibility, confirmability, dependability, and transferability (Given &
Saumure, 2008; Hiles, 2008; Saumure & Given, 2008). Credibility was established
through review of official documents, video recordings, and interviews (Hiles, 2008;
Maxwell, 2009). Data centered on each of the participating students, and included: (a)
review of the IEP in effect at the start of the study and the IEP created at the meeting
during the study, and review of the completed SDLMI student worksheets; (b) review of
the transcriptions from audio recordings of the semi-structured interviews with each
student, at least one of their family members, and their classroom teacher prior to
implementation of the SDLMI and following the IEP meeting; and (c) review of the
video recordings of the student IEP meetings. Qualitative analysis occurred through
coding and thematic analysis. Data from the official documents, transcriptions of the
audio recordings from the interviews, and video recordings from the IEP meetings were
triangulated in order to compare and contrast.
Decisions about data analysis occurred parallel to data collection, providing the
opportunity for consideration of all elements of the setting and sample to inform
interviews as they were being conducted (Maxwell, 2009). A software program, NVivo,
was utilized to examine trends, themes, and patterns in the multiple sources of data
collected during the five activities of research and data collection. All sources, auditory,
visual, and written, were reviewed and coded using a descriptive process, in order to
develop categories. Connections, patterns, and insights were examined to create an
overall picture of the essential characteristics and component elements of self-
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determination displayed by the participating students, and the viewpoint on selfdetermination expressed by the parents.
The first level of coding focused on capacity and opportunity, along with the
essential characteristics of self-determination: autonomy, self-regulation, psychological
empowerment, and self-realization. This information was then reviewed for overlaps
between categories and any additional connections that arose from the data.
Analytic Path
Based on previous research implementing the SDLMI (Agran et al., 2010; Kim &
Park, 2012; Lee, Wehmeyer, Palmer, Soukup, & Little, 2008; Lee et al., 2015; Mazzotti,
Test, & Wood, 2013; Shogren et al., 2012) where initial implementation through
completion of Phase 3 spanned between 2 weeks to 2 years, most commonly 2 to 16
weeks, a 2-week implementation was decided for this study. This timeframe allowed for
variation in implementation that a teacher, in coordination with the researcher, felt
necessary to support student progress. An example was that the teacher working with
Bianca was able to incorporate a week of lessons on what a goal is before beginning the
instruction of the SDLMI. In addition, the teacher’s guide for the SDLMI recommended
that when students began the process of moving through the student questions they
should do so with a goal that could be completed within 2 to 4 weeks (Wehmeyer,
Shogren et al., 2007). Instruction ran up to one week prior to each participating student’s
IEP meeting in order to provide time for meeting preparation.
Data Collection. To understand in what ways the participating students
demonstrated and had opportunities to demonstrate capacity and opportunity for selfdetermination, the researcher reviewed the IEP document that was in effect at the start of
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the study. The AIR Self-Determination Scale version for students (AIR-S) and the Arc’s
Self-Determination Scale (SDS) were utilized to create a guide for semi-structured
interviews for the participating students while the AIR Self-Determination Scale version
for parents (AIR-P) and educators (AIR-E) were utilized to create a guide for semistructured interviews for participating parents and teachers (Wolman et al., 1994b, 1994c,
1994d). The open-ended protocol provided the flexibility to address and respond to each
person’s individual input, including when Spanish translation was utilized. For each
participating student, interviews occurred prior to implementation of the SDLMI and
immediately following the student’s IEP meeting. It is important to note that the
researcher was in a position of power during the interviews and may have influenced
student responses.
Each IEP meeting was video recorded, and all interviews were audio recorded.
Bianca’s parents received translation during both interviews and the IEP meeting. Quotes
that are attributed to both her mom and dad are provided as stated by the translator.
Given the multiple steps that occurred prior to implementation of the SDLMI
through the IEP meeting and following its conclusion, there were five main activities
over the time data were collected. Table 4 provides the timeline for implementation of the
activities for each of the participating students. Given that implementation occurred in
two different classrooms aligned with the IEP date of the participating students, there
were two different timelines for overall implementation of the study.
Activity I. The classroom teacher for each participating student was trained to
implement the SDLMI. The training occurred prior to implementation and included a
review of the essential characteristics and component elements of self-determination, the
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purpose of the SDLMI, sample lesson topics, instruction on implementation of the
student worksheets, and guidelines for staff support. The researcher created a document
for the participating teachers to guide the training process and provide them with all the
documents in one place. This document package incorporated: the research questions for
the study; background on self-determination, transition planning, the SDLMI, the IEP
meeting, the purpose of the study, and the essential characteristics and component
elements of self-determination including the functional model of self-determination; and
procedures including the five activities of research and data collection, and the interview
questions for students, parents, and teachers. The document also included the figures for
each phase of the SDLMI and the corresponding student questions, and teacher objectives
and educational supports.
Activity II. Prior to implementation of classroom instruction for each participating
student, the researcher interviewed the student, at least one of their family members, and
their teacher. Each interview consisted of a standard set of open-ended questions to allow
for probes, as needed, in order to gain an in-depth understanding of the participants’
perspectives on student self-determination. Audio recording was used for all interviews to
facilitate accuracy of reported responses. Following each interview the audio recording
was transcribed verbatim through an application called Rev.
At the start of each interview the researcher stated that the individual’s
participation was voluntary, that information would be used to describe the student’s selfdetermination prior to participation in the SDLMI, that questions could be skipped, and
that the interview could end at any time they felt uncomfortable. During the interviews,
the researcher checked for understanding of the various questions. If a participant
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indicated they did not understand what was being asked, the researcher repeated the
statement and provided clarifying examples.
Activity III. During Activity III the classroom teacher implemented the SDLMI
without the involvement of the researcher. At the conclusion of the implementation the
researcher collected the worksheets that were completed by the participating student in
order to utilize them for data analysis (see Appendix P).
Activity IV. Following participation in the SDLMI each participating student
prepared for their annual IEP meeting with their classroom teacher. Preparation was to
include a review of the main sections of the IEP meeting and document. Teachers in the
ACT classes routinely use an open-ended, printed outline to support student facilitation
of and participation in their meeting. During preparation student responses are neither
scripted nor documented. During the IEP meeting of the first student, Kawhi, the
researcher noted that the outline utilized “let’s” as the action word to signal contributions
about each area of the student’s IEP however it did not signal the student to provide their
own input. Therefore, in preparation for Bianca’s IEP meeting the researcher worked
with the speech language pathologist and classroom teacher to update the student outline.
Table 7 provides a comparison of the outline used for Kawhi and for Bianca.
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Table 7
IEP Outline
Kawhi
Welcome to my IEP meeting.
My name is _____.
This is my mom _____.
This is my dad _____.
These are my teachers _____.

Bianca
Welcome to my IEP meeting.
My name is _____.
This is my mom _____.
This is my dad _____.
These are my teachers _____.

Let’s talk about my IEP

Let’s talk about my IEP. Here are some things
you should know about me. My strengths are
_____. I need to improve on _____. Who else
would like to talk about my strengths and areas
of need?

Let’s talk about my goals

Last staff member talking states, “tell us about
your goals.”
For my goals, I want to work on _____. In order
to work toward this, the kind of help I need is
_____. Who else would like to talk about my
goals?

Let’s talk about my ITP

Last staff member talking states, “Let’s talk
about your transition plan.”
Let me tell you about my transition plan. At high
school I like to _____. After high school I want
to _____. The kind of work I like is _____. My
current job is _____. The things I like to do in
the community are _____. Who else would like
to talk about my transition plan?

Let’s talk about my services

Last staff member talking states “Let’s discuss
your services.”
To achieve success in my future. The service or
support I will need is _____. I do my best when
I have _____. Who else has ideas or thoughts
about supports or services that I may need?

Based on information provided during staff training, teachers were made aware
that the focus of this study was to observe the verbal and nonverbal participation
displayed by students labeled with autism or intellectual disability at their IEP meeting
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following participation in the SDLMI, including observation of specific essential
characteristics and component elements of self-determination. Aside from participation in
the initial interview, parents were not provided any additional information about the
focus of the study or prepared by the researcher for the IEP meeting.
Each IEP meeting was video recorded for use in data analysis. The researcher
anticipated that each student would utilize a range of verbal and nonverbal methods of
communication as they displayed the essential characteristics and component elements of
self-determination based on their capacity at that time.
Activity V. Following the IEP meeting for each student, participants in the study,
students, parents, and teachers, participated in a semi-structured interview by the
researcher. Audio recording was utilized for all interviews to facilitate accuracy of
reported responses. Each interview consisted of a standard set of open-ended questions to
allow for probes, as needed, in order to gain an in-depth understanding of the
participants’ perspectives on student self-determination, implementation of the SDLMI,
and student participation at their IEP meeting. Following each interview the audio
recording was transcribed verbatim through an application called Rev.
Data Analysis. At the conclusion of Activity 5 the researcher conducted a first
level of coding the data sequentially within each activity. This was a deductive analysis
focusing on evidence of the capacity, opportunity, and essential characteristics of selfdetermination that were present for each participating student within each activity. A
second level of coding was conducted across activities including documents, interviews,
and videos. This was a more inductive analysis in order to present a global picture of
student development. Autonomy, self-regulation, self-realization, and psychological
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empowerment are not static concepts. Therefore, focusing on the outcome as associated
with the essential characteristics of self-determination sheds light on the role of
capacity and opportunity across a person’s life.
Summary
The purpose of this qualitative case study was to describe the experiences and
participation of two high-school students labeled with intellectual disability or autism at
their IEP meetings following participation in the Self-Determined Learning Model of
Instruction (SDLMI). Connections between the perspectives of students, parents, and
teachers, along with their individual viewpoints on self-determination and the SDLMI
were explored. A student labeled with autism and a student labeled with intellectual
disability were featured as case studies. Their capacity and opportunity for selfdetermination along with the essential characteristics and component elements of selfdetermination were reviewed prior to implementation of the SDLMI in classroom
instruction as well as during and after their annual IEP meeting through document
review, video recording, and semi-structured interviews with them, at least one of their
parents, and their classroom teacher. The interview process was also utilized to explore
parental and cultural understandings of self-determination.
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CHAPTER IV
Results

The purpose of this qualitative case study was to describe the experiences and
participation of two high-school students labeled with intellectual disability or autism at
their IEP meetings following participation in the Self-Determined Learning Model of
Instruction (SDLMI). Connections between the perspectives of students, parents, and
teachers, along with their individual viewpoints on self-determination and the SDLMI
were explored including cultural perspective.
Research Questions
1. What essential characteristics and component elements of self-determination are
present in the verbal and nonverbal participation displayed by a person labeled
with intellectual disability or autism at their IEP team meeting following
participation in the SDLMI?
2. What role do the adults, education professionals, and parents play in coconstruction of information during the IEP meeting in relation to student
demonstration of the essential characteristics and component elements of being
self-determined?
3. How is the concept of self-determination expressed by the parents of students
labeled with intellectual disability or autism who are culturally diverse?
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Organization of the Chapter
This chapter presents the analysis of the data sources for Kawhi and Bianca,
which include: (a) the interviews conducted prior to implementation of the SDLMI; (b)
the information gathered from the video of each IEP meeting; (c) a review of the SDLMI
worksheets, modified for the current study, that had been completed during classroom
instruction; (d) the final document that resulted from the IEP meeting; and (e) the
interviews conducted following the IEP meeting. Intersections between the experiences
of Kawhi and Bianca are explored along with the SDLMI as a teaching tool and parent
reflections on self-determination.
A student’s ability to become self-determined is expressed through the
combination of capacity and opportunity. In the context of this study, capacity is defined
as a student’s knowledge, abilities, and perceptions that support their self-determination
(Mithaug, 2013). The combination of capacity and opportunity results in the essential
characteristics of self-determination: autonomy, self-regulation, psychological
empowerment, and self-realization (Wehmeyer, 1999). Examination of these two case
studies reinforce that these characteristics are not static concepts but remain in
development throughout a person’s life in connection with their capacity and the
opportunities that continue to be made available to them and taken advantage of by them.
The first level of coding for both Kawhi and Bianca focused on connections in the
areas of capacity, opportunity, autonomy, self-regulation, psychological empowerment,
and self-realization. Given that the essential characteristics of self-determination form the
framework of the SDLMI, the researcher referenced the worksheet(s) completed by each
student while reviewing and coding the video. See Appendix P for completed student
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worksheets redacted for confidentiality. The second level of coding revealed connections
between information gathered during the initial interviews, observations during the IEP
meeting, and information gathered during the interviews that followed the IEP meeting.
This process brought to light that an individual’s capacity must be leveraged with the
opportunity not only to receive direct instruction but to be provided preparation for and
support, through co-construction of information, during an IEP meeting in order to see
the component elements of self-determination in action, leading to further development
of the essential characteristics.
Kawhi. A senior in high school, Kawhi is a cheerful and hardworking young man
who enjoys sports, art projects, and doing math. He is passionate about basketball and is
looking forward to graduation and starting his first paid job. After participation in the
SDLMI, the data sources show that there is consistency between the special education
teacher who serves as Kawhi’s case manager, and Kawhi’s mom, around how they
understood his self-regulation in terms of his drive to be academically challenged and
successful. The case manager was more reflective of Kawhi’s self-advocacy and his
desire to be in charge of his life, although this is an area that is becoming more apparent
to his mom which was evident in the data from the IEP meeting.
Kawhi had attended his annual IEP meeting every year of high school. He
remembered “helping out a little bit” (111016.31) and talking about his job. However, the
notes section of the annual IEP document from the 2015-16 school year did not reflect
any input that could be directly attributed to his participation. He had not read any of his
IEP documents, and what he remembered in terms of explanation from his case manager
centered on taking forms home to his mom.
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Kawhi’s case manager shared that his typical participation in IEP meetings had
been to answer direct questions, with prodding, not necessarily to volunteer information.
His mom recalled that,
It’s all quite basic. I think he was given a binder, and he kind of just followed the
instructions and say what he was supposed to say. It was quite basic. Basic
experience and kind of just reading it out. (111416.201-203)
She had not reviewed IEP documents with Kawhi and was not aware of a goal he was
working on at the time of the initial interview.
In contrast, when asked about goals that Kawhi was working on, the case manager
replied with information reflecting the current IEP goals, stating that Kawhi needed to
continue to work on the one that focused on filling out forms and understanding what
they are, such as job applications. When asked by the researcher if he thought Kawhi had
a connection to those goals and a plan to work toward them the case manager replied,
“Probably not” (111416.33). The case manager shared that while Kawhi may not realize
it, he has a goal to attend college as did his two older siblings.
Preparation for Kawhi’s IEP meeting included his triennial reevaluation for
special education. The school psychologist conducted formal assessment and was present
at the meeting as part of the educational team. Following the IEP meeting, when asked
who was in charge, Kawhi listed all the educational professionals in attendance including
the researcher.
Kawhi began the meeting with introductions, following the outline. After he
stated, “Let’s talk about my IEP” (120716.03:40) the speech language pathologist said,
“We’ll pause right there” (120716.03:42) and the case manager began reviewing the IEP
document. The case manager asked Kawhi if he had looked at the IEP and he responded,
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“A little” (120716.03:49). During the interview after the IEP meeting Kawhi thought
maybe his mom had helped him get ready for the meeting and he recalled his case
manager providing him with two packets of paper, one for him and one for his mom.
When asked what he did with his packet he stated,
I looked it over. You can change your goal, well I didn’t change anything, but Mr.
[case manager] told me when, after he handed me the packets, I can look at my
goal. Mr. [case manager] told me that if you don’t like your goal, you can change
it. (120916.15-17)
Kawhi said he looked the document over a little and that there wasn’t anything else that
was reviewed with him in advance of the meeting. It should be noted that reviewing the
IEP document with the student prior to the IEP meeting presents an opportunity for the
adults, in particular the education professionals, to co-construct with student
contributions within the context of the meeting. In this case the lack of connection to the
IEP document constrained Kawhi’s ability to meaningfully participate during the
meeting.
Throughout the meeting Kawhi utilized the outline, connected with each speaker
through eye contact and gesture, and looked at and followed the IEP document by turning
pages at the appropriate time and reviewing certain pages when prompted. Early in the
process he was asked to check to see if all his personal information was correct. A review
of the videotape showed that he looked to his left twice, where his mom was sitting, and
placed his finger on a certain part of the IEP. It was an area where phone numbers were
listed and although he did not state anything verbally it was determined that his cell
phone number could be added to the document.
Although Kawhi’s participation was not strongly facilitated beyond use of the
outline, he was actively engaged throughout the meeting. Key evidence of this was that
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after a long discussion about his current progress and review of assessments the case
manager said, “We can talk about the goals” (120716.42:40). Kawhi turned the page of
the outline and stated, “Let’s talk about my goals” (120716.42:46). Unfortunately,
although the case manager acknowledged that he had “jumped the gun” (120716.42:50)
and the school psychologist and speech language pathologist acknowledged it as well,
none of the adults took advantage of this opportunity to prompt Kawhi to discuss his
goals, but rather the case manager continued to review the information he had put
together in the IEP document.
When asked to recall what he did at the IEP meeting, Kawhi stated, “Answer
some questions a little bit” (120916.30). He remembered that he had “asked about what’s
postsecondary?” (120916.32) and then stated, “It means that, it’s after high school. Like,
when you graduate high school, this is postsecondary like in college” (120916. 34-35).
This was an accurate recollection of his participation. When asked if he remembered
anything else, Kawhi talked about his job at Goodwill, the days and hours he worked, and
that he was going to get a summer job. This was in reference to a process he was starting
with a job support specialist to find paid employment. The accuracy of Kawhi’s
recollections underscores his capacity to take full advantage of the opportunity of
participation, and that he would have been fully supported by preparation that included a
connection between his experience with the SDLMI and the IEP document that was
presented at the meeting.
When asked if he felt comfortable at his IEP meeting Kawhi replied, “Not too
bad. Although Miss [speech language pathologist], she likes the different football team
and I like a different football team and the football teams are rivals. … Even though our
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football teams are rivals, we’re still friends” (120916.58-59). This is a topic of
conversation he has enjoyed over his four years of high school and while there was a
reference to the topic within the meeting the connection may also be that the speech
language pathologist was sitting next to Kawhi during the IEP meeting and supported his
progress through the outline.
Capacity. Based on a review of Kawhi’s IEP documents and input from the
interviews with his case manager and parent, his knowledge, abilities, and perceptions
have grown in support of his self-determination over the course of his development in
high school. He has consistently held a drive to be challenged academically. During his
initial interview, he stated that a goal is what “you need to reach that point” (111016.47)
and when asked about his goals he stated, “I don’t think I have any goals so far. I may
have them but I just don’t remember” (111016.50-51). The researcher was aware that
Kawhi had his driver’s license and inquired if that was an example of a goal he had
achieved. He replied in the affirmative and stated, “If you want to drive alone, you need
to have your driver’s license. If you have a permit, you need to have an adult with a
driver’s license to watch you drive” (111016.55-56). Now that he has his license, Kawhi
drives to and from school every day, to his job, and on errands to the store for his mom.
His mom agreed that he does complete errands for her, explaining that,
once I gave him a list of things to get, but it took him quite a while. He was upset
because he had to go to practice afterwards. … I usually won’t send him a very
complicated list. … First of all, it’s something he needs and he knows where it is,
then he’d be more willing to say … If he tell me he needs this and I say, “Can you
get it yourself?” Sometimes he would do it. (111416.221-226)
When asked again about a goal he was working on, Kawhi stated, “I know I took
Art and Algebra for my class. My goal is to keep my grades high. To not let my grades
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go downhill” (111016.92-93). For Algebra I, a college preparatory class, he explained
that he has homework most days and completes his work; quizzes or tests are on
Wednesdays so he studies on Tuesday. Following the IEP meeting Kawhi reflected that
he had remembered that,
I’m working on to achieve my reading. Trying to improve my reading a little.
Actually maybe not a little, maybe a little more. Since I’m very good at math,
rather than reading, I try to improve my math a little bit. … Even when my math
is A, I still need to, it doesn’t mean that I’m the best. I just have the higher grade.
Even though I have the A, I still need to learn. (120916.90-92)
A review of his Phase 1 worksheet revealed that his goal was “to be a little expert on
reading and math.” Both Kawhi’s mom and his case manager focused on Kawhi’s goal to
do well in his math class. His case manager shared that “… taking the algebra 1 … that’s
really pretty lined up with his goal to improve, and it’s going really well” (120816.4749). In addition, his mom stated, “I think he’s doing fine. He is on top of it. Whenever
there’s homework or test, quizzes, he makes sure he study and when he has question he
will ask” (120816.60-61).
Opportunity. This area focuses on the chances students are provided within the
home, community, and school environments, to use their knowledge and skills. Over his
four years in high school Kawhi has had a variety of work experiences that have featured
an increasing level of complexity and independence. During his initial interview he stated
that, “When I was a freshmen, when I was doing snack cart, I was serving drinks and ice
cream” (111016.154). During his sophomore year he worked in the copy center on
campus processing orders placed by teachers and other staff members. Last year he
worked in the cafeteria assisting with food preparation, running the dishwasher, and
doing the laundry. The annual IEP document from the 2015-16 school year featured input
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from the cafeteria manager who considered Kawhi “fast and efficient and always asks
questions. He is doing a really good job and always has such a great spirit about him … is
a very hard worker, but there are times you need to stay on top of him.” There was a
statement that once he completed a task he did not always take initiative to start another
but would rather talk with his friends. This situation may be more indicative of being a
teenager than having a skill deficit.
At the time of this study Kawhi was working off-campus at Goodwill where he
and a peer sorted and racked clothing,
the boss told us to get the tags. For example, if it’s a red tag then you need to take
it out. Then once they’re all taken out, the store manager and other people and the
boss, they decide to take the clothes to another Goodwill store. (111016.145-148)
He expressed that in his classroom program he had learned work skills and how to take
the bus. His mom agreed that he has been exposed to a variety of work skills during high
school.
He did cafeteria … and then he also did the print shop, print center. I could see
that he is learning some skills for jobs. This year, he’s going to Goodwill. I think
that it’s a good variety for him to be exposed to. I think his strength is he’s
organized, he’s quite organized. If he can, maybe in the future, get something. …
For example, check the inventory and make sure it’s stocked, that kind of job, I
think he could do good with that. What he’s been doing at Goodwill is, they want
him to organize. They want him to organize items of clothing. I could see that
could be helpful. (111416.256-263)
Given that Kawhi was able to provide the researcher with details about his work
experiences from the start of high school to his current job; it was disappointing that
neither the structure and content of the outline nor the adults present in the meeting
supported him to provide his own input in this area. The case manager described what the
job coach had reported but did not facilitate or seek Kawhi’s input. In addition, Kawhi
was not provided an opportunity to talk about his participation in the Algebra I class.
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While the case manager reviewed his progress, Kawhi watched and acknowledged the
input. Then as the case manager stated that the general education teacher had shared that
sometimes during whole-group instruction he was quick to respond, Kawhi took on a
negative facial expression particularly when this was characterized as monopolizing
classroom discussion. Given that during initial interviews both the case manager and his
mom had identified Kawhi’s academic drive and ability to ask for help, this was an
opportune time for him to join the conversation and connect his desire to learn with that
of his peers.
“Listen to me.” Input from Kawhi, his case manager, and his mom during the
initial interviews provided examples that he was typically listened to in a combination of
both passive and active ways. He stated that his friends at school listened to him and
sometimes helped him. When asked how his friends helped him, he focused on the topics
of interest they had in common. He shared that his mom helped him with his math
homework and reading.
Kawhi’s case manager did not have a way to gauge if people at home listened to
Kawhi. He believed the older sister listened to him; when he was on campus with his
older brother the case manager did not see an observable connection between the two
boys although both were part of the cross-country and track teams. He believed that as
staff had gotten to know Kawhi over the years, and vice versa, they had been listening to
him, most specifically the case manager, a paraeducator who served as his job coach, and
another paraeducator who was part of the classroom team. His mom stated that she was
the main person who listened to and interacted with Kawhi at home as his dad was very
busy with his work and the two older siblings were out of the house.
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Following the IEP meeting Kawhi stated that when he started talking during the
IEP meeting he believed people were listening to him—his mom, his case manager, the
speech language pathologist, and the researcher—because they turned to face him. When
asked if there was anything else he wanted to share about what his case manager did in
the classroom or the IEP meeting, he shared that the class went on outings on Friday and
“usually Monday through Thursdays, on the weekdays, he sometimes does some math, he
sometimes does … you know, like write, do the goal questions. … Also teaches us how
to pay a budget, or a bank account” (120916.223-225). He then shared, “I know I don’t
have a bank account right now, but my mom is going to create me one soon. … It’s going
to be great because I get to have my own credit/debit card. … Rather than just paying
money, real money” (120916.227-230). The researcher asked how he thought he would
keep track of his use of the credit/debit card, and a conversation about record keeping
ensued. This discussion highlighted another missed opportunity during the IEP meeting.
When asked if there were any other areas in which to consider goals, Kawhi’s mom had
asked about personal finances. A conversation ensued about spending money, having a
bank account, and the process of maintaining a budget. Unfortunately, none of the adults
engaged Kawhi in the topic although it is clear that he has both interest and experience.
Combining the desire to have his own bank account with the opportunity to build his
math skills in support of greater independence would have been an active form of
listening to Kawhi and reinforced an area in which he can take greater control of his life.
Autonomy. Characterized as freedom from external control through choicemaking, it was clear through the interviews and IEP meeting that Kawhi desired
increased autonomy through greater independence. School staff see Kawhi as self-
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sufficient in areas of personal hygiene and wearing appropriate clothing. Kawhi shared
that at home he does the dishes, takes out the trash, and goes to the store to buy things for
his mom and himself. On those occasions his mom lets him borrow her credit card.
Kawhi has some friends in the classroom and there are peers in the school
environment that will approach and talk with him. He agreed that he does most of his
socialization in the school environment although his best friend calls him to ask “how is
my team doing” (111016.193). He was able to recall a time when he and this friend went
to the park and played pickup basketball with other boys they met. His mom shared that
while most of his social conversations and interactions are associated with sports, she
recalled that during Algebra I this year he told her that “sometimes a classmate will help
him with some problems” (111416.239-240).
Sports are a significant area of interest for Kawhi. He enjoys watching and talking
about basketball and football, in particular. Over his time in high school Kawhi has
participated on the cross-country, track and field, and wrestling teams. His mom shared
that at cross country she observed that some people cheered for him. This past fall he
tried out for the varsity basketball team, “but I got cut from the basketball team because
… the basketball team I was playing on was varsity and that was really hard to get in”
(111016.78-79). He had decided not to participate in another winter sport, such as
wrestling, but was considering the spring season.
During the IEP meeting, following the introductions, Kawhi stated, “Let’s talk
about my IEP” (120716.03:40) and then the case manager reviewed Kawhi’s strengths,
preferences, and interests. He stated, “This gave me a chance to put some things down
that I know you like or are good at or that interest you” (120716.05:53). However, he did
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not involve Kawhi in this process. Although when thinking about the IEP meeting,
Kawhi recalled that he talked about “what sports I do in school, what I like to do during
brunch, or lunch. What I like to do with my friends. We play basketball” (120916.76-77).
These were not topics of discussion during the meeting; basketball was discussed but in
the context of his not being selected for the varsity team.
When asked about choices that he has made for himself, Kawhi struggled to
provide examples. This is best attributed to difficulty in applying the vocabulary to his
actions. With more detailed questioning he shared that he chooses his own clothes,
“When I was little my mom used to be choosing any clothes I wanted for school”
(111016.262-263). Other statements were in areas such as asking his mom to go to the
park to play basketball and decorating his own room. In the initial interview is mom also
focused on areas such as choosing the flavor of waffles that he likes, what he will wear,
and what he wants to do during a break from school. After the IEP she talked about his
statement during the IEP that he did not have autism or a disability:
but unfortunately that’s the one where we cannot listen to him. There’s also other
things like choices for example, “What do you want for dinner?” Like yesterday, I
ask him, “What do you want for dinner?” And then eventually … I listened to his
choice, so we went for that. In fact regarding our vacation … (120816.195-199)
The family will be out of the country for two weeks and then they usually visit family
members in another part of California. Kawhi’s brother had stated that he will stay home
during that part of the vacation and Kawhi said he will not go either. His mom decided to
honor the request by both boys and agreed that this was assertive action by Kawhi. She
shared that both boys have money and can drive, although she is not sure she would feel
as comfortable if Kawhi was at home alone.
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While she stated that team members cannot listen to Kawhi in regard to his
opinion that he does not have autism or a disability, this was an opening for an ongoing
conversation about his dreams and goals and how he can work to achieve them. At the
start of the IEP meeting and during the meeting when staff inquired about concerns that
she had, Kawhi’s mom asked to hold that discussion until after he left the meeting. After
1 hour and 15 minutes, the content of the assessments and IEP document had been
reviewed and Kawhi went to study in the library. A main topic of his mom’s focus
following Kawhi’s departure from the meeting was the anger that he has displayed,
typically in the home and targeted toward her as his primary caregiver. This challenge
appears to be connected to her struggle to provide him with meaningful choices in
guiding his life through the level of independence and autonomy that he desires. The
decision to discuss her concern in this area once Kawhi had departed from the IEP
meeting will only serve to perpetuate his frustration and her concern. He will turn 18
during the current calendar year and while his parents plan to seek conservatorship of his
rights, they will still need to seek ways to provide him with support while valuing his
growing autonomy, an essential characteristic of self-determination.
Self-Regulation. Through efforts such as decision-making, goal-setting, and selfmanagement Kawhi has asserted some control over his actions. Information gathered
during the interviews and the IEP meeting shed light on his commitment to excel in his
academics and secure a paid position in a retail store. The education professionals present
at the IEP meeting provided an abundance of examples to highlight Kawhi’s selfmanagement and self-regulation. However, without integrating this information with his
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input in the context of the meeting these discussions did not serve to fully infuse the IEP
process and document with his voice.
During the initial interview with the case manager there was a discussion about
Kawhi’s identified goal of doing well in Algebra I. He shared that Kawhi,
does spend a lot of time studying, where the other boys, [during] free time they
may say, “Can we go play basketball?” Even though he likes sports and basketball
he may say, “I need to study algebra. I asked to go to the library.” (111416.99102)
The Algebra I teacher had confirmed with the case manager that Kawhi was doing well in
her class. Kawhi’s mom also agreed that doing well in Algebra I was clearly his current
goal, sharing that,
I can see he stays on top of that. For example, the math homework. … he would
do it right away or as soon as he can. … Then, when there’s a quiz or a test, he
will study, and he will ask me for help if he needs help. (111416.246-248)
In the area of career interests over his time in high school Kawhi has consistently
stated that he wanted to work in a retail store. He has refined this goal too, “Probably
being a store manager in the future, like at Trader Joe’s, Target, or Safeway”
(111016.142). He was able to identify that he will “probably have to learn how to sell
properly. Where our [things] go and ... you have to find what’s in the aisle” (111016.220221). His mom supports his career interests and shared that, “He’s pretty organized, he
has good memory about where things go and things are, so he’d be good at that kind of
stuff” (111416.321-322).
During the IEP meeting the case manager told Kawhi,
you take class and your education very seriously, one of the few students I have
ever had who will say, “Can I stay at school please instead of going” on an outing.
You are standing up for yourself and that’s good. (120716.06:06)
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However, the case manager did not co-construct this input with Kawhi, which could have
led to a more integrated discussion of goals and areas in which to provide support for his
continued development.
The case manager went on to share how he was impressed with Kawhi’s handling
of not making the basketball team. He had been concerned about Kawhi’s possible
reactions and complimented him on how he talked about the process, “that shows you
really matured a lot over four years” (120716.06:94). Kawhi listened intently, nodded,
and looked at the case manager, but without invitation to add to the discussion he
remained silent.
Given that Kawhi had participated in formal assessment in preparation for this
IEP meeting, there was quite a bit of information provided by both the speech language
pathologist and school psychologist about his abilities and strategies to support his
progress. Both of these professionals directed their input to Kawhi and engaged him in
the discourse. The speech language pathologist described the testing and stated that
Kawhi did better with a visual picture. When she asked him if he remembered, he got a
very animated expression on his face and stated, “Oh yeah, there was this one guy … that
was frowning” (1210716.19:04). The speech language pathologist explained that Kawhi
had to figure out why the man was frowning and that he was able to do so by looking at
the body language and facial expressions, which she said reinforced progress she had
seen him make over the past four years.
The school psychologist confirmed that Kawhi was a visual learner and stated that
this was similar to 30% of the population. By way of example, she emphasized that he
learned math by practicing the steps, slowing down, and completing all the problems.
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Kawhi interjected, “Actually you just try to go slow” (120716. 25:58) and put his hands
up in a stopping motion. The school psychologist acknowledged that Kawhi knows this
works for him, a form of self-instruction, and that it is clearly the right choice: being
methodical and careful as opposed to being the fastest. She encouraged him to utilize the
strategies of visual support and extra time in both the school and job environments by
standing up for himself and advocating for these accommodations.
The school psychologist proceeded to discuss the social-emotional assessment.
One area that came out as atypical was locus of control which she described as, “You
sometimes feel like you are not really in charge of your life, you would like to be more in
charge of your life” (120716.30:44). The reality is that beyond basic choice-making, he is
not in charge of his life and this is most likely the cause of his frustration and anger. She
then talked about Kawhi getting along with peers and others, family, and dealing with
people who frustrate him. She shared that he also worries about tests because he wants to
do well, and then began to transition to another topic. Kawhi interjected, “I mean I just
don’t want to fail” (120716.32:00). The notes section of the IEP document accurately
reflected this input. His mom added that he wants to get an A to which he responded, “or
just a good grade” (120716.32:08). He was then coached by the school psychologist to
express out loud when he is worried. By way of example, the case manager said he didn’t
know a single teenager that didn’t worry about their driving test, to which Kawhi
responded, “Yeah but when I was doing the driving test it looked similar to my practice
test” (120716.33:17). This statement was an excellent reconnection to the beginning of
the school psychologist’s report where she had stated that he practiced until he did things
correctly. Kawhi is able to self-instruct as part of his strength in self-regulation.
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As part of the assessment, the school psychologist observed Kawhi in his special
education classroom during math. The students had received direct instruction and were
then completing a worksheet. While other students were asking for help, Kawhi was
“plugging away” (120716.34.53) and remained focused on his work. Kawhi responded,
“Yeah but when I come to a new thing like in Algebra that means sometimes I come to
new things that I don’t even know how to do” (120716.35.08). The school psychologist
asked what happened then, and he said, “I usually sometimes ask my teacher how to do
this like ‘how do you do this again?’” (120716.35.36). The case manager emphasized that
Kawhi’s strengths are not just in math, that he is very meticulous about everything he
does, and provided vocabulary as an example. Kawhi responded, “Yeah but sometimes
with vocab I need some help on that” (120716. 37:02).
During this part of the IEP, the school psychologist was instrumental in not only
involving Kawhi in the discussion but co-constructing his career goal with the skills he
possessed and his drive to be successful. As she concluded her report, the school
psychologist told Kawhi that he was the right kind of student, that he cared to learn, and
took his learning seriously. She reinforced that he was careful and took his time. Kawhi
responded, “Even though I am not very fast I just still take my time” (120716.38.00). The
school psychologist then asked both Kawhi and his mom if they had any questions. His
mom stated that, “he needs this, he needs this positive encouragement, giving some tips
… I think he regularly needs this, reminder, positive reinforcement, dealing with
frustration” (120716.38.27). The case manager stated that Kawhi’s anger is not seen at
school; he is a class leader and takes his time. He segued into an interaction with Kawhi
about how he had been concerned that Kawhi would have issues with road rage when he

92

began driving. The school psychologist asked if Kawhi had experienced drivers who
were not driving well, and Kawhi responded “I figured out this one time that there was
this one car that was backing up that didn’t even notice I was there so I honked the horn
so they stopped” (120716.40:32). This example not only responded to the case manager’s
concern about road rage, but served to illustrate his problem-solving abilities in realworld situations.
When it was time to review the proposed goals the case manager stated, “I want to
put a reading one in there because I know that is still important to mom” (120716.48:50).
However, both Kawhi’s Phase 1 and Phase 2 SDLMI worksheets, modified for the
current study, focus on improving his reading. While the case manager may believe that
this desire is the influence of his mom, it is important to Kawhi himself. As if to provide
reinforcement, when the case manager explained that the goals would be for the
remainder of high school and might change when he began the postsecondary program,
Kawhi stated, “Like before I finish high school, I want to work on my reading a little”
(120716.54:32).
Following the IEP meeting, Kawhi did not remember talking about a goal at the
IEP meeting. The case manager and his mom recalled that his goals were connected to
math. His mom stated that he said he did not want to fail so she thought that could be a
goal, and she tried to remember if he had said “anything about study hard” (120816.41).
Although he did not remember talking about a goal at the IEP, the amount of input that he
did provide both at the meeting and upon reflection highlight self-regulation as an overall
area of strength for Kawhi.
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Psychological empowerment. Given his capacity and the opportunities he has
experienced while in high school, Kawhi has developed self-advocacy and leadership,
and displays emerging self-efficacy. The case manager shared that, “If there’s something
that he doesn’t really want to participate in in our community outings, he’ll say, ‘Can I
please stay and go to the library and study? Do I have to go?’ Most of the time I’ll listen
to him” (111416.183-185). He also pointed to Kawhi’s decision not to participate in
wrestling that year and that “the driving is something that he really wanted to do and
pushed for” (111416.220-221).
During the IEP the school psychologist reviewed Kawhi’s eligibility for special
education, stated that his primary disability was autism, and then asked him if he knew
what that meant. He responded, “I don’t have autism” and looked up at his case manager
(120716.07:24). The school psychologist asked, “What makes you say that [Kawhi]?”
(120716.07:28). He replied, “I don’t have any disability” (120716.07:35). She responded
that he was a very nice guy who is a learner, very capable of learning, and had gained a
tremendous amount of skills over the past three years. She reinforced that everybody has
challenges and described his as related to social-cognitive skills, “There are times where
it’s hard for you to communicate what you are thinking or to hear another person’s
perspective and take that well and naturally and not have that be difficult to understand”
(120716.08:17). She reinforced that it does not mean that he cannot learn nor have
dreams and goals, and referred to the type of support that has helped him be successful:
direct instruction and people providing help.
Throughout her review of his psychological assessment, Kawhi was paying close
attention to the school psychologist, and when she stated that he had done great in high
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school and referenced all the things he was able to do he smiled, nodded, and said “yes”
(120716.07:35). She asked him, “What are you proud of that you are able to do right now
as a senior?” (120716.07:45). Kawhi replied, “Right now I am doing Goodwill,
volunteering every Tuesday and Thursday … teach you how to do a job” (120716.07:50).
The school psychologist added, “I can think of something I know you are proud of. How
do you get to your job?” (120716.10:09). Kawhi got a big smile on his face, nodded, and
said “drive” (120716.10:15). She acknowledged that he took driving very seriously and
wore his glasses. She emphasized that once he had acquired a skill he practiced and
continued to improve. She acknowledged that he may feel worried that having a disability
means not being able to learn or that something is really wrong, and Kawhi briefly looked
at his mom. The school psychologist further acknowledged that she knows he has dreams
for himself about jobs that he wants, in fact a consistent dream, and stated, “I think you
are going to do it” (120716.11:24). The case manager shared that there are younger
students who look up to Kawhi and may see getting their driver’s license as an achievable
goal because they have him as a role model.
In reviewing Kawhi’s participation in this year’s IEP the case manager shared,
Well, he didn’t hold back. Just like his immediate reaction when we talked about
[his eligibility for special education]. Three years ago, freshman year, sophomore
year, he would not have opened his mouth. Probably would have just sat there. He
might have felt that way, he may have not really agreed but he probably wouldn’t
have said anything. I think that he’s starting to speak up for himself. I think a
number of things are giving him more confidence. Being a little more mature,
more years in school, feeling more comfortable, the driving. All of it together
encompass the better feeling about himself. (120816.24-30)
Kawhi’s mom reflected, “I think the only thing that I could say is he actually was
mentioning about his autism. … Other than that I didn’t, yeah to be honest, I didn’t notice
any difference” (120816.5-7). She did say that he seems more aware of the situation and
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shared, “Like last year, he was very nice, compliant. He would do what told to do, but
this year he actually expressed his opinion regarding his eligibility, so yeah, I think that’s
what stood out” (120816.11-13). Therefore, although she did not initially state there was
a difference in Kawhi’s participation from last year to this year; she acknowledged that
his self-advocacy in regard to disability status was a significant change.
Following the IEP meeting when the researcher asked Kawhi if he felt more
confident to make his own choices he said, “A little, maybe” (120916.108), and then
asked, “Do you mean my own decision?” (120916.110). When the researcher explored
this question, Kawhi was able to speak in generalities although he could not think of an
example of a decision he had made. The case manager saw Kawhi as
pretty vocal about things that he liked, didn’t like, wanted to do, didn’t want to
do. I don’t know that those were specifically related to goals, but at least it was
him advocating for himself, which he hasn’t really done much before. …
Probably his freshman and sophomore year with mom in there he probably
wouldn’t say a whole lot. (120816.65-69)
His mom did not think he had expressed choices or decisions during the IEP.
Self-Realization. The strongly worded statements that Kawhi expressed in regard
to his disability status appear indicative of his developing self-awareness and selfknowledge. A review of the IEP document revealed that Kawhi’s comments in regard to
his disability were only briefly referenced along with the accomplishments he was proud
of. This is a very significant oversight given that the case manager’s comments following
the IEP acknowledge that the content of Kawhi’s participation had not been seen in
previous meetings. In addition, given that he will transition to a postsecondary program
for the following school year, the receiving case manager would benefit from information
about how Kawhi view’s himself and his abilities.
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During the initial interview, Kawhi stated that he felt confident in his abilities and
knew when to ask for help. “When I get a little bit concerned or confused on a math
problem, I can just ask my mom” (111016.249-250). His mom agreed with Kawhi’s
assessment, stating that “he thinks he’s good at math. He knows there’s some areas that
he needs help. Especially reading, word problems” (111416.390-391). Appropriate
expression of his anger is an area of concern that she has monitored over his time in high
school, “Then there’s some areas that he probably doesn’t. … For example, the anger.
Anger management, I don’t know if he recognize” (111416.393-395). This is a concern
that has not been significant or longstanding within the school environment, but had
ebbed and flowed in his interactions at home. The annual IEP document from the 201516 school year listed mom’s concerns for Kawhi’s “communication behavior during
misunderstandings as he easily takes friendly questions as hostility.” Also in that
document, the behavior specialist reflected on challenges he faced as a freshman when
being
“short” with staff and peers was sometimes perceived as rude. However, it
became clear that [he] was not being intentionally rude, but rather he would get
overwhelmed, and would answer with a tone that displayed his
frustration/confusion. [Through] social skills instruction on verbal and nonverbal
behaviors …
and direct, constructive feedback, by the end of his freshman year there was no longer an
issue. However, this continues to be an area of concern in the home environment, which
is probably a combination of a place where Kawhi feels comfortable to be out of control
and a place of greater constraint to his desire for increased independence, autonomy, and
life opportunity.
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The case manager had observed evolution in Kawhi’s confidence over the past
four years. “He’s figured out on his own, because going into science, he really thought
science was it for him. He liked science and when he came out of that [specialized
academic instruction Biology] it was not a good experience” (111416.238-240). During
his initial interview the researcher had asked Kawhi about his interest in the field of
biology and he replied, “I realized that biology is hard to get in. You have to be an expert
on biology … very high” (111016.139-140). Kawhi then participated in specialized
academic instruction for Algebra I and Geometry. “That was the impetus for general
education Algebra I, and he’s done extremely well in there” (111416.241-242). The case
manager believed that participating in “more challenging coursework has certainly been a
boost for him” (111416.243).
Following the IEP meeting, when asked to talk more about his abilities Kawhi
shared,
When I’m working at Goodwill, like volunteering. That job wasn’t too bad. In
Goodwill, yesterday, I had to take out the clothes that had the red tag, starting
with a women’s dress. When there’s no red tags on the women’s dress, you can
do something else. When you’re done with the women’s dress, you can start the
men’s pants. (120916.124-127)
The researcher complimented Kawhi on his ability to complete many steps in a process
and asked if he needed reminders. He replied,
When our boss tells us … do the rest of the red tag he can tell us to sort the
clothes … into sections, like the same sections. Like “where does this go? If it’s
in the wrong place, put it in the right place.” (120916.133-135)
When asked if there were times when he needed help, Kawhi replied that he does not
need too much help. On further reflection he broadened his answer beyond the
workplace,
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For example, when I’m doing math, when I came to a new part in the chapter, I
may not know it. So I need help on that. Or, if I’m doing vocab, learning some
vocab words, if I came up to a new word I don’t know, I can ask mom for help
sometimes. (120916.146-148)
He said he could ask his teachers and referenced Goodwill which also included the
paraeducator who serves as a job coach. He then focused back on reading and writing,
agreeing that these were areas he wanted to keep working on.
Kawhi’s case manager felt his interactions during the IEP meeting gave the
appearance of confidence, “This time around he [was] comfortable and confident, with a
lot of preparation. … It just didn’t happen magically, we all kind of prepped him and
worked with him to make it happen, which is what the project’s all about” (120816.139142). His mom agreed that he appeared confident in the IEP meeting and shared that, “In
general, I think, especially the past year or past two years … he’s speaking up more for
himself, and he’s expressing more of how he feel and so we also take into consideration
of his opinion and what he says” (120816.189-191). Given his mom’s comments and that
the case manager’s role in preparation did not include a review of the IEP document or a
detailed conversation about what would occur within the meeting, Kawhi’s success may
best be attributed to his capacity as developed over the past few years supported by
opportunities to participate in academically challenging courses and a variety of work
experiences. In addition, direct instruction featuring the skills of self-determination
through the SDLMI may have provided some structure given the connection between his
comments in the post-interview and the information provided on his worksheets.
Summary. Kawhi believes the IEP document was created to try to help him.
When thinking about his contributions to the document, Kawhi’s mom stated, “Let’s see
… Did he do any input? I think we talked about potential job. I think he reinforced …
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grocery or some store” (120816.86-87). When asked about how Kawhi’s contributions
were recorded within the IEP document, the case manager referenced the speech
language pathologist as the note taker and stated,
she made sure that all of the comments, both mom’s and his, were included in the
notes. We tweaked it; we made changes as things came up. If there was something
that he didn’t like or he wanted, we were open to talking about that and it became
something different. (120816.109-112)
However, documentation of Kawhi’s comments was very brief, in particular when he
talked about his disability status. The IEP document included the statement that, “As the
eligibility of autism was discussed, [Kawhi] shared that he does not believe he has a
disability” (p. 23). It was further stated that “he is proud of his accomplishments: ability
to drive, independent skills, getting to work independently, ability to do work
independently” (p. 23).
During the IEP meeting, the researcher became concerned that Kawhi was
exhibiting less verbal participation than in the past, and that the case manager was not
facilitating his participation. Although realized in hindsight, evidence of this was found in
mom’s comment during the initial interview that Kawhi’s past IEP participation was
basically following along and saying what was included in the binder. After the meeting,
the researcher shared this concern with the speech language pathologist who stated that
she had created the outline that students follow to support their participation, and that
during that time she was working with students who were far less verbally
communicative. She was eager to work with the researcher to update the outline with the
goal of increased opportunity for student voice in time for Bianca’s IEP meeting.
During the interview with the case manager following the IEP meeting, the
researcher discussed Kawhi’s participation. The case manager expressed an increase in
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the quality of Kawhi’s input, as opposed to the quantity. The researcher pointed out that
the prompt in the outline; “Let’s talk about …” did not result in Kawhi continuing to talk,
but rather another adult, most often the case manager, would begin or continue the
dialogue. The researcher provided the case manager with an overview of the outline
update that was in progress with the speech language therapist. The case manager was
informed that the updated outline would be implemented during the IEP meeting for the
other participating student, and the information would subsequently be shared with him
and his special education colleagues.
Bianca. Bianca is a senior whose favorite thing about school is meeting new
friends and teachers. She enjoys hanging out at the mall, socializing with her friends, and
doing hair and makeup. A hard worker who wants to do well in school, she is always
helpful, cooperative, and thoughtful. After participation in the SDLMI, the data sources
show that there is consistency between the special education teacher who serves as
Bianca’s case manager and Bianca’s parents around how they understood her selfregulation in terms of her decision-making and self-management. This was also evident
in the data from the IEP meeting.
Bianca said she had been to all her IEP meetings in high school including the
previous year, however she had left home during the second semester and did not attend
school for the last three months of the academic year. Her family did not know where she
was, therefore she was not in attendance at that meeting. She stated that in the past her
case manager has helped her get ready for the IEP meeting, but was not able to provide
any specific information about how this occurred. She said she has read her IEP
document to “see how I’m doing, what I need to work on” (010617.19-20) and that her
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mom had explained it to her. Background information about her knowledge, abilities, and
perceptions in relation to self-determination was gathered from IEP documents and input
from the interviews with her case manager and parents.
At the time of her annual IEP meeting, Bianca was 18 and responsible to provide
consent on the final document. The preparation for the meeting included her triennial
reevaluation for special education, and the school psychologist was present at the meeting
as part of the educational team. A job support specialist was also in attendance as she was
in the initial stages of assisting Bianca to find paid employment. The school psychologist
did not conduct formal assessment, having determined that the information from a
thorough evaluation during Bianca’s freshman year remained an appropriate overview of
her strengths and areas for support. During her initial interview, Bianca stated that the
case manager and principal were in charge of the IEP meeting, and following the meeting
she stated it was the case manager.
At the day and time scheduled for Bianca’s IEP meeting, the team members
assembled and talked while awaiting the start. Bianca had the outline in front of her,
which had been updated after Kawhi’s meeting in order to facilitate more student voice in
the process, however, the case manager started by checking the personal information on
the IEP document with Bianca’s father and then stated, “I guess now would be a good
time for us to go around the table and introduce ourselves” (013017.01:55). Bianca
realized what had happened, turned to the first page of the outline and began
introductions. Throughout the meeting, Bianca referenced each speaker, turning her body
and eyes, and responded to direct questions such as, “Are you still taking medication this
year?” (013017.40:27). Sometimes she would pause to process a question before
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answering, for example when her case manager asked if she had a wallet. Bianca
responded by naming off the things she should carry in her wallet such as her ID and bus
pass. The school psychologist showed Bianca how she had solved the issue of carrying
her ID by having a phone case where it could be stored. Bianca asked, “But what if you
lost your phone?” (013017.37:36). The school psychologist responded that she was very
careful about her phone, to which the job support specialist asked if Bianca had ever lost
her phone. Bianca responded that she had not.
Bianca followed along with the written document, turning pages as the meeting
progressed, in addition to following what was being verbally stated. When Spanish
translation occurred for her dad she watched intently, listened, and nodded her head as
she followed along. Review of the video revealed that at times she increased her head
nodding which appeared to indicate strong agreement. At one point, she provided the
translation to English of what her dad had stated, “He wants me to help more”
(013017.10:37).
Bianca maintained her attention on the outline, glancing over when the speech
language pathologist checked to see what was coming next. A review of the video
showed that when Bianca stated what goals she wanted to work on, “reading, writing,
math, and science” (013017.41:17), she was marking off her fingers on the side of the
table as she said each word. Over the course of the meeting she was observed to move
back and forth between the outline and her copy of the IEP document, turning the pages
of the document to the correct location, and then referencing the speaker. She nodded her
head as the case manager reviewed the results of a career inventory, which supported her
interest in being a child care worker. The case manager stated that in preparation for the
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IEP meeting she had asked Bianca what she wanted to do after high school and she had
stated that she wanted to continue in a postsecondary program, “work at a store to gain
some experience” (013017.51:08), and rent an apartment with a roommate.
During the meeting the school psychologist described Bianca as a learner with
strong independent living skills such as being able to ride the bus and complete chores at
home. Bianca’s continued areas for support were identified as comprehension,
specifically making sure she understood the steps of how to do something, what she is
reading, and what people meant when they said certain things. The school psychologist
emphasized Bianca’s continuing development as an independent adult. She then told
Bianca that she continued to be eligible for special education in the category of
intellectual disability, emphasizing that this meant that the team would continue to help
her and give her opportunities to learn and practice new ideas. Bianca placed herself
close to the table while the school psychologist reviewed the eligibility form. The IEP
document reflected that Bianca agreed to her continued eligibility for special education.
Following the IEP meeting, the translator shared input from Bianca’s dad, “it was
a really nice experience today … he felt like the group was very cohesive and that
everybody was here to help [Bianca], so he really enjoyed seeing how everybody was
coming together for her” (013017.9-11). When asked if he noticed anything different
between Bianca’s participation that day and the last meeting she attended, two years
prior,
Dad said he did see a very big difference in her from this meeting to past years.
He said that she just seems a lot more confident in herself and that she seems like
she has more of a voice, and he says that he wants her to believe that anything is
possible and that he could really see her just kind of coming into her own.
(013017.16-19)
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Bianca thought the meeting was great and stated that what she really liked was
“that I’m doing a better good job this year than the years before” (013017.5). She felt
good about her contributions and stated that her case manager helped her get ready for
the meeting by briefing her “to talk. Not to be quiet” (013017.16). She said the IEP
document was not explained to her and she had not read the IEP, but planned to when she
got home from school that day. Similar to Kawhi, the lack of connection to her IEP
document constrained Bianca’s ability to meaningfully participate in the meeting. This
was a missed opportunity for the educational professionals to co-construct her
contributions in the context of the meeting.
The case manager was interviewed the day after the IEP meeting and the
researcher asked if there were any particular areas in which she thought Bianca had done
well, such as how she expressed herself or the way that she had attended to the
discussion. The case manager “noticed that she would start off speaking quickly, and that
she would stop, and then she would take a breath, and then she would start over a little
more slowly so that people could understand her better” (013017.56-58). The case
manager stated that this was something they had been working on both in the classroom
and through cheerleading. She felt that Bianca had generalized the coaching she had
provided as evidenced by her ability to self-monitor and slow down during the IEP
meeting.
During the interview following her IEP meeting, Bianca was not initially able to
remember specific things she had done or said at the IEP meeting, but with prompting
about the outline she stated that she talked about, “… how I’m doing. I tell about my
goals and I want to continue with school” (013017.28-30). This example underscores the
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value of the efforts by the speech language pathologist to update the outline in order to
provide opportunity for students to share their input. Bianca agreed that she felt
comfortable at the meeting and when asked to provide other ways to describe how she
felt she stated, “I was proud of myself for making the decision of being in school”
(013017.37).
Capacity. Over the course of the current school year, Bianca’s knowledge and
abilities have grown in support of her self-determination. At the initial interview, she
stated that a goal is “something that you can work it out to make it happen” (010617.24).
Her goal is to become a preschool teacher. While she was not able to provide specific
details about how she would achieve her goal, she did state that at that time she was
working on finding a job, which her case manager reinforced during her initial interview.
Bianca shared that she is practicing by completing activities such as “doing an
application and tutoring” (010617.36). Her case manager stated that Bianca is “thinking
about how to fill out an application and she’s realized that she needs to learn her personal
information and she’s decided that the best way to do that is to talk to her mother”
(010617.19-21). Bianca stated that she is following the steps put forth by her case
manager, and would like a job as a “babysitter or something like that” (010617.43). Her
mom was not aware of her goal.
During the IEP meeting, Bianca followed the outline to share some things about
herself with the IEP team. She stated that her strengths were, “I am friendly, I help other
people, I talk to other people” (013017.18:07). The final IEP document included the
statement, “[Bianca] shared her strengths and learning needs” (p. 19). However, her
specific input was not documented. The case manager then asked her to read the
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statement from the IEP about her strengths, and Bianca agreed it was appropriate. This
was an opportune time for co-construction between Bianca and her case manager, by
combining her input with what the case manager had already documented and by
updating the strengths area of the IEP document and placing a statement in the notes that
this action had occurred.
When asked what goal she was working on at that time, Bianca talked about her
grades, and with prompting she added “and a job, too” (013117.52). To accomplish these
goals she stated, “I work at a store and show up to school and class” (013017.54). The
case manager also stated that the goal she was currently working on was getting a job.
I think that her current job at the Viking Vault, that she has really stepped up.
She’s asking questions, and she’s trying harder, and she’s just trying to be more
productive, and just get used to more what it’s like to have a job. She even
requested to [the paraeducator] to learn the money part of it, the cash register, and
so she’s been working with her on that (013117.34-37).
Opportunity. This area focuses on the chances students are provided within the
home, community, and school environments, to use their knowledge and skills. At the
time of the study, Bianca had been working at the student store on campus since the start
of the academic year, “We sell things like school notebooks, everything. And clothes,
too” (010617.99). She had acquired skills such as, “Like when a customer needs help, I
help them out” (010617.104).
In terms of career plans, Bianca’s case manager shared that
last year, one of her ideas of what she wanted to do with her future was to be a
beautician because she is really good at doing hair and makeup and she enjoys
doing that. She’s recently changed her idea of what she wants to do and she’d
decided that she’s really good at helping others. She’s thinking of maybe doing
daycare. She’s really interested in just getting some experience of being in the
world right now. She’s actually I think at the point to where she would just take
and try anything. (010617.34-40)
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She talked about Bianca’s job in the student store, and that “she’s really interested in
learning more about doing the money transactions and learning how to work”
(010617.54-56) as a cashier. Bianca’s mom was not aware of the areas of instruction in
school that might help her with job interests. She stated that Bianca does not talk at home
about what she does in school. She shared that Bianca makes her own choices with things
such as picking her own clothes and personal items, but was not able to provide
additional examples.
In the IEP meeting, during a review of Bianca’s present levels of performance, the
case manager stated that Bianca was “positive, cheerful, takes initiative, follows through,
and is very independent” (013017.33:22). She then referred to Bianca for a review of her
current job, “working in the Viking store, the store right here, we sell school items like
notebooks, pencils, pens, clothes” (013017.33:34). With prompting to share her specific
responsibilities, Bianca added that she “open the store, open the cashier, count the
money, and put things away” (013017.33:50), and helps customers when they ask her
questions. The consistency between the information Bianca shared prior to and during the
IEP underscores the importance of opportunities for students to both participate in a
variety of activities and discuss them in detail.
The researcher asked Bianca’s case manager if there were ways in which she had
provided her with assistance in expressing her needs, wants, or interests during the IEP
meeting. The case manager replied, “No, not really, other than just providing what I had
come up with, and then having her read it, and then asking her if she had anything that
she wanted to change or add” (013117.77-78). When asked how Bianca’s contributions
were recorded within the IEP document, the case manager had not yet reviewed it, as the
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speech language pathologist had done the note taking during the meeting. The researcher
referenced the time in the meeting when the case manager had asked Bianca to read the
statement about her strengths that was included in the IEP document. The case manager
felt that it matched what Bianca had stated on her own, and stated she did not see a need
to make any additions or modifications. She also felt that the goals that had been prepared
for the IEP meeting, personal budget, characteristics of a responsible person, and
interviewing skills, were matched to Bianca’s goal statements. On the Phase 1 worksheet,
Bianca had listed her goal as “to be more communicator.” Although both the case
manager and speech language pathologist acknowledge that slowing down in order to
speak more clearly is important for Bianca’s continued success, there is not a goal in the
IEP to address this area of her development.
The researcher asked Bianca if she thought the IEP document that was put
together would help achieve her goals of getting a job and becoming a preschool teacher.
She replied that it would, and although she was not able to elaborate on how, she stated,
“’cause I like helping other people. And that might help me” (013117.74).
“Listen to me.” Input from Bianca, her case manager, and her mom during the
initial interviews provided examples that she was typically listened to in a combination of
both passive and active ways. Bianca felt that people at school listened to her such as her
friends. When she needed help, she said people told her, “to do it again or to keep going”
(010617.109). She shared that at home her mom listened to her, “When I’m sad, she talks
to me about it. … She talks to me and she’s like, ‘Oh, don’t get involved in bad things.
Stay away from drama and everything’” (010617.113-116). She said her mom had
encouraged her to stay in school, which Bianca agreed was important. Bianca’s mom
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confirmed that she listened to her. It appears that at this time Bianca feels supported by
this level of discourse within the home environment, although she may have felt
disconnected, and possibly not listened to in the past, which led her to leave for an
extended period of time. It may be that she now feels heard, which is a more active
outcome of being listened to.
At school, Bianca has been seeing a licensed therapist “on an as needed basis …
once every other week they’ll check in with each other and … if [Bianca] is having a
hard day, then she’ll ask me [case manager], ‘Can I speak to Miss [therapist]?’”
(010617.94-96). The case manager has also spent quite a bit of time with Bianca,
especially given that she stays on campus twice per week after the school day ends to
wait for cheerleading practice to begin. And she believes that the job coach at the student
store listens to Bianca, “hears what she wants, and then tries to coach her along in how to
get to where she wants to be” (010617.113-114).
Autonomy. Characterized as freedom from external control through choicemaking, it was clear through the interviews and IEP meeting that Bianca was determining
how to balance her desire for autonomy through greater independence with the support
she received from people at home and in school. At home, Bianca helped “my mom clean
the house, wash dishes, watch the little kids, take to the park. … walk around with
family” (010617.47-48). She is able to make her own food such as eggs, rice, and soup.
Sometimes she washed her own clothes but said that her mom also did it for her. She is
responsible for her own personal hygiene and appearance. She likes to do her makeup,
hang out with friends, and play basketball and soccer. She talks with her friends a lot, in
person, through text, and on the phone, and likes to go to the mall or shopping.
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Bianca’s dad shared that she will ask what she can do to help when she gets home
from school, and she likes to be involved in the process of cooking dinner. Although, like
many teenagers,
she needs help getting redirected from being on her phone a lot, that she needs
help to help mom with things around the house or different things like that, just to
be redirected to help mom more with things around the house. (013017.78-80)
Bianca comes to school well-dressed, and her case manager stated that “she is
really good at doing hair and makeup and she enjoys doing that” (010617.35-36). She
also shared that Bianca,
helps her mother with chores. I do know that she helps her father with cooking
and she seems to really enjoy cooking. When I asked her previously what are
some things that you’re good at, cooking was at the top of her list. When we do
cooking here at school, she’s our top onion chopper. We know that she’s safe with
knives and she knows how to use the tools properly and she’s very good at it.
(010617.26-30)
She takes the bus around the community on the weekend with her family to go to the mall
and complete their shopping. The case manager described her as very friendly, and stated
that she has remained friends with people that she used to go to school with before she
moved to the area she currently lives in, people she knew 10 to 15 years ago. She
reflected that Bianca has
quite a support system. She definitely talks about her mother and her father, but
she also quite often mentions a cousin who’s maybe about four or five years older
than her. The cousin is going to college now … and she is a good role model.
(010617.80-83)
In addition, she shared how Bianca’s family had adjusted their support following her
return to the home after more than three months away.
I do believe that they try to guide her in the right direction. I know that there was
some problems last year where she felt like she wasn’t having enough privacy and
so she disappeared for a while. Now that she’s come back I think her and her
family have come to an understanding that she needs her privacy. She’s been a lot
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happier and a lot more engaged and productive and caring more about herself and
her future since she’s come home. (010617.87-92)
During her initial interview, Bianca stated that finding a job was an important
choice she had made. The researcher had been told that Bianca had made choices about
holiday gifts for her family members. Bianca responded, “I bought my sister a toy and
she really wanted a toy so I wanted to get one and so I bought her and she was happy”
(010617.141-142). She spends money that is provided to her by her parents.
During the IEP meeting, the translator addressed Bianca and shared that part of
dad’s worry was that now that she was 18 it was important for her to become more
independent, get a job, and learn how to navigate the world. The case manager reviewed
the transfer of rights with Bianca, stating that being 18 she had the right to receive all
information about her educational program and make all decisions related to her
education. She emphasized that this included Bianca’s right to represent herself at an IEP
team meeting, and give or deny consent to the IEP and all related documents in place of
her parent. The case manager stated that it was always good to get parent input, but
ultimately the decision was hers. She asked Bianca if she understood what she was
saying, and Bianca replied, “Yeah like if I don’t like something I can say something else,
you know” (013017.59:34). The case manager agreed and said that she should not sign
anything unless she understood it. When she showed Bianca the IEP signature page and
told her that if she understood it she could sign her name, Bianca responded, “Can I read
it first and then see if I am OK with it?” (013017.59:50). Team members praised this
response and provided her time to review.
During an interview the day after the IEP meeting, Bianca recalled that she had
talked about cheering in the IEP meeting. Her dad described her talking about
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when she’s out in the community she’s learning to manage herself more, just in
general, like how to manage her money or to control her reactions or how to react
to other things, that he just feels in general she’s learning how to navigate
different situations. (013017.31-34)
He heard her describe things she is doing at school, “she’s learning how to manage
having a job with respect to opening and closing, how to manage the money”
(013017.39-40). The case manager heard Bianca express that she wants to help out more
at home, be more independent, and that she was very excited about looking for a job. She
recalled that Bianca talked about being her helper in the classroom.
Self-Regulation. Through efforts such as decision-making, goal-setting, and selfmanagement, Bianca had asserted some control over her actions. Information gathered
during the interviews and the IEP meeting shed light on her commitment to stay in school
and start her first paid job. In contrast to the discourse during Kawhi’s IEP meeting, both
Bianca and the education professionals present at the meeting provided examples to
highlight her self-management.
During the meeting, the therapist asked Bianca to think about the two things they
had been working on together. She acknowledged one area was drama, and that she had
been talking with the therapist and her case manager. She verbally agreed with the
therapist when she reminded her that the other thing she had been doing was walking
away when the drama first got started, “You don’t have to agree, you don’t have to join
in with the drama. You can just walk away and go to your supports. You have been doing
that much more consistently this year” (013017.13:46). Bianca verbally acknowledged
agreement, “I have” (013017.14:00). She displayed a big smile when the therapist stated
that this was something to really be proud of.
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The therapist also mentioned that some stressful things had occurred at home
during the school year that Bianca had been able to talk about with her parents. Her dad
agreed that they had seen her express herself more at home. He also shared that he would
like her to focus on the friend groups she chose, as she can be influenced by her friends
and he worries she may make bad decisions. The translator shared with Bianca that dad
had said,
she’s someone that can very easily be influenced by her friends and … sometimes
you have friends that are very good friends for you and sometimes you have other
friends that can actually kind of destroy you in many ways … he worries because
he knows that you’re very friendly but that sometimes it’s hard for you to make
that distinction of who’s going to treat you the right way or not … sometimes
you’ve gone out with friends and maybe you come home and maybe you’re not
like 100% all there and that he worries that you’re going to make some bad
decisions … he’d just like you to make better choices about who your friends are
and how they influence you. (013017.21:15)
Bianca listened intently to the translator, nodded a number of times, and verbally agreed
that it is hard to make the right decisions.
The notes in the IEP document reflect this discussion, which occurred during
review of Bianca’s eligibility for special education, and when the therapist reviewed her
work with Bianca, “She likes making others happy, but does need to understand and build
her own self-confidence so that she can disagree with people vs. agree or run away” (p.
19). When reflecting on choices that Bianca expressed during the IEP meeting, the case
manager stated, “She definitely talked about making better choices with the groups of
friends that she hangs out with” (013117.41-42). The case manager believed this process
had assisted Bianca in being more responsible, productive, and on task by “not doing
things that take her away from getting stuff done that she wants to get done” (013117.4445).
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When she concluded her review, the school psychologist stated that she and the
staff wanted to see Bianca continue in the program. Bianca agreed, “Yes, I want to do
that too” (013017.16:02). The school psychologist reinforced that dad’s opinion mattered,
but the decision was hers. Bianca responded by again stating, “I want to keep going to
school” (013017.16:15). Given Bianca’s fluctuation in attendance during high school, the
fact that she was scheduled to graduate in June, and that school staff had encouraged her
to express when she agreed and disagreed, it was surprising that the IEP document did
not reflect Bianca’s decision to stay in school and continue to a postsecondary program.
Her statements to this effect during the IEP meeting were clear and definitive. This level
of meaningful participation was deserving of documentation in the resulting document.
During the IEP meeting, the speech language pathologist had asked Bianca to
share the things she thought she needed to improve on. She replied “reading and speaking
more” (013017.22:19). This statement was connected to her Phase 1 worksheet, as she
had written that she wanted to improve on “speaking so people can understand me more.”
The speech language pathologist explained that Bianca could become hard to understand
when she got excited and spoke too quickly. Her dad shared that she wanted to do
everything fast, using the word rapido, which caused Bianca and others to laugh before
translation. Once translated, Bianca agreed, stating “that’s true, I don’t know why”
(013017.29:09).
When Bianca presented her goals, she stated that she wanted to work on “reading,
writing, math, and science” (013017.41:17). Furthermore, in order to work toward this
kind of help, she would need “going to school” (013017.41:26). The speech language
pathologist agreed, stating “yes, continuing your education” (013017.41:29). She then
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reminded Bianca she had also said she wanted to get a job, to which Bianca laughed and
said, “Oh a job, too” (013017.41:32). The speech language pathologist then asked, “What
kind of support do you need for that?” (013017.41:35). The team then interacted with
Bianca to recall that the previous Friday she had gone to the DMV to get her ID card.
And in response to what she would be doing on the following Wednesday, she stated she
would be going to get her fingerprints. The IEP document contains a goal for Bianca to
learn the skills needed to obtain a job by learning basics such as the interview process and
job applications (p. 7). This preceding scenario is an example of student participation
aided by adult co-construction followed by connection to an IEP goal.
While the case manager checked to see if dad had any questions, the speech
language pathologist asked Bianca if the goals sounded good for her. After dad confirmed
that he agreed with the goals, the case manager confirmed with Bianca that these were the
things that she really wanted to work on. The therapist stated that Bianca had been very
consistent about working on the coping strategies for anxiety, stepping away from the
drama with peers, and having better communication with people in her life. The school
psychologist reinforced that Bianca knew the strategies and was trying to practice them.
The translator, who was also the transition program specialist, reviewed the
proposed plan for Bianca’s postsecondary participation. Bianca listened closely and
directed information in Spanish to her dad. The program was described as being located
at a local community college where she would take classes and also work in the
community. The translator reviewed in Spanish what she had stated about postsecondary.
She confirmed with Bianca that the recommended program would continue to support her
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independence as she was already traveling on her own and was about to start her first
paid job. Bianca acknowledged that it sounded really exciting to her.
When asked if she had discussed a goal during the IEP, Bianca recalled, “I think it
was finish high school, I think, and become a preschool teacher” (013017.45). She stated
that to reach this goal she would need to “go to school” (013017.48). The fact that
Bianca’s recollection of what she shared at the IEP meeting was aligned with what was
evident through review of the video underscores her meaningful participation.
Dad was emphatic in agreeing that he had heard Bianca state a goal during the
IEP meeting, “that she mentioned she wanted to be more independent with respect to
getting a job and other things” (013017.46-47). He did not hear that she shared any
specific plans to achieve the goal “but that she did see overall that she wants to find ways
to become more independent and manage herself” (013017.52-54). The case manager
shared,
I heard her state a couple of goals, one being that she wants to go to
postsecondary. She’s very interested in staying in school and continuing her
education. Another goal that I heard her talk about was to get a job, and also,
there was one more, staying away from drama. (013017.19-22)
She did not recall that Bianca had provided information on how she would accomplish
any of these goals.
During the initial interview, when asked about Bianca’s decision-making, her case
manager stated,
I don’t really see her doing that quite so much. I think she will make a decision
and then she’ll act on that decision without doing the weighing. Then she will
look back and reflect and say, “Oh, I could have,” or, “I should have,” or, “In the
future I can do this differently.” I think that’s part of the process of getting to that
point. That’s how we all learn natural consequences when we make mistakes. We
learn how to do it better. (010617.142-146)
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However, the consistency of Bianca’s statements from the initial to final interview and
during the IEP meeting, as well as her current actions to regularly attend school, work in
the student store, and participate as a member of the cheerleading team, reinforce that
going to school and going to college are decisions she has made. During his interview
following the IEP, her dad agreed that,
she definitely made the decision that she wants to keep learning and wants to keep
going to school, and that he’s really happy that she’s taking advantage of all these
great opportunities that have been set forth for her, and that he sees her being
positive in that decision. (013017.58-61)
Psychological empowerment. Given her capacity and the opportunities she has
taken advantage of during the current school year, Bianca had been increasing her selfadvocacy and leadership. During the time of the study she was part of the cheerleading
team at her school. She shared that “we cheer for basketball games. It’s me, Miss [case
manager], and some other students” (010617.71). The case manager shared that Bianca
has
become a leader with the other ACT girls who are also going to cheerleading
practice. She just really has remembered the chants, the words to the cheers. She’s
always helping the students who forgot … what they are and she coaches them
and encourages them. She’s also really good about telling them when they’re
doing a good job. I think she would really make a great preschool teacher or
daycare worker at some level in the future. (010617.58-63)
During discussion in the IEP meeting about Bianca’s role in the student store, the
therapist told Bianca that she was a good marketer for the Viking Vault. She went on to
explain that in a session with Bianca earlier in the school year, the therapist had been
looking for the colored index cards that she normally used to write something down. She
had expressed aloud that she would need to go to the store and get more, when Bianca
told her that she could get them at the Viking Vault. As she told the story, Bianca, who
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had been listening intently, pointed her finger in acknowledgment and made verbal
confirmation as the story ended. The therapist did purchase the cards on campus and
concluded her story by saying that she had paid a much better price than at the local store,
to which Bianca agreed.
The job support specialist reinforced Bianca having confidence in her own voice
when the team was discussing that sometimes customers can be rude. Bianca replied, “I
have seen that before” (013017.17:42). She then reviewed that to achieve success in the
future, the services or support she would need “is getting help” (013017.58:04) and that
she does her best when she has “time” (013017.58:10). The case manager reinforced,
“when you go slow, not rush through” (013017.58:15). On her Phase 1 worksheet Bianca
had included asking for help as an area that must change for her to learn what she does
not already know.
In response to whether she felt confident about making her own choices, Bianca
stated, “Kind of” (013117.58). She elaborated that “I’ll talk to my parents, if I could do it
right or not” (013117.60). The researcher referenced a time in the IEP meeting when
Bianca had checked in with her dad and she responded, “Yeah, I do it all the time”
(013117.62).
Self-Realization. Evidence of Bianca’s self-confidence appears indicative of her
developing self-awareness. During the initial interview, she stated that her “habits are
something that I made it through” (010617.164). While she was not able to think of
specific things she found hard to do, she knew that teachers and staff would provide help.
Her dad said that he did
see her being more receptive about what she needs, that she can kind of identify
that she needs help with certain things, and she knows that she’s going to need
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help for those things. That’s she’s becoming more diligent and asking for help
when she needs help with things. (013017.86-89)
In terms of particular areas that were hard for her he stated
that [Bianca] wants to do everything very quickly and just get things done, and
that one of the things that she needs the most help with is taking a step back and
slowing down and not making rash decisions, that’s a big area for her where she
needs help. (013017.93-96)
Bianca’s case manager agree that she was confident in her abilities, “She
definitely is very opinionated about what she likes and what she doesn’t like. She’s not
scared to voice that opinion” (010617.150-151). She felt Bianca had a good
understanding of her likes and her strengths yet less of an understanding of her needs.
“She’s really good about asking people, ‘What do you think I should do?’ or, ‘How do
you think I could go about getting to the next step?’” (010617.154-155). She also saw
Bianca as someone who would practice in order to become good at something. If she
were to name an area that she saw as difficult for Bianca it would be that when she got
excited she started talking really fast, which could cause her to pronounce her words
incorrectly and run them together so that she was difficult to understand. She believed
that improvement in that area would assist Bianca in further connecting to family and
friends as well as in getting and keeping a job. She described Bianca as very resourceful
and stated that she felt comfortable to go to any staff member, her parents, and the
therapist for help.
During the IEP meeting, Bianca’s case manager shared that “in cheerleading
practice she is the leader for us all [referring to herself and Bianca’s peers from the ACT
program that are also on the team]. She learns the moves quickly and then she helps the
rest of us remember when we are trying to practice” (013017.29:31). She further stated

120

that she was glad that Bianca had joined the team, to which Bianca responded, “I know,
right, it’s fun” (013017.29:56). On her Phase 1 worksheet Bianca had written that she
was good at dancing, cheerleading, and following directions.
During the IEP meeting, the speech language pathologist described Bianca’s
interactions during classroom instruction, “You’re so helpful, with everyone”
(013017.26:48) which overlapped with Bianca saying “I know I am” (013017.26:49). The
speech language pathologist elaborated, “You just take care of everyone. You are like the
class leader. You get everyone to focus; you get everyone to get excited about things”
(013017.26:53). Bianca agreed that she was proud of herself.
When discussing her transition plan, Bianca thought about how she would finish
the sentence, “at school I like to.” The speech language pathologist reinforced that she
should take her time to think. Bianca then stated “help people” (013017.48:53). She
wanted to keep going to school and stated that the kind of work she liked was “working
with all people” (013017.49:03). Her favorite job was working in the store; with
prompting she mentioned that one of her current jobs is being the teacher’s assistant for
her case manager. The case manager shared that she would be a little lost the next school
year without Bianca, to which the speech language pathologist said, “Aren’t you training
someone?” (013017.49:29). Bianca responded with a peer’s name.
During the interview the day after the IEP meeting, Bianca nodded in the
affirmative when asked by the researcher if she felt confident in her own abilities. When
prompted to say more about how it made her feel, she stated, “I’m proud of myself. Who
I am. It doesn’t matter if I’m disability or not” (013117.66). While Bianca did not
specifically state that she felt more confident in her abilities, her declaration “that I’m
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doing a better good job this year than the years before” (013117.5) would appear to
underscore confidence in her abilities. The case manager agreed that Bianca appeared
confident in her abilities. “A few times, she got compliments and she said, ‘Yeah, I
know.’ … That shows that she really does know that she is doing a good job, and she
does seem proud of herself” (013117.49-52).
Summary. In contrast to Kawhi, Bianca’s input before, during, and after her IEP
meeting were in alignment with and reflected by the adults who were present at the IEP
meeting, and in the resulting document. Despite this, there remain areas in which the
document could include more specific information about her input, particularly given that
she will transition to a postsecondary program for the following school year and receive a
new case manager. While it is not apparent to what her self-awareness, including positive
expression of her disability can be attributed, it may be a combination of her own
development and the support from adults in her life in and outside school that has adapted
over the past four years based on her needs.
Meaningful participation: The intersection of Kawhi and Bianca’s
experiences. A review of the contributions from Kawhi and Bianca, across sources,
underscored the importance of meaningful student participation in their IEP meeting as
one of the opportunities they need to receive in support of their development of the
essential characteristics and component elements of self-determination. In the literature
on self-determination, choice-making is the primary term used when describing a
person’s autonomy. In order for this skill to truly be meaningful in describing the degree
to which a person experiences their desired autonomy, the choices must provide deeper
insight to the life they lead.
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While the questions in the interview protocol established for this study were based
on questions and statements present in both the AIR Self-Determination Scale and the
Arc’s Self-Determination Scale (SDS), the data analysis for both Kawhi and Bianca
provided information beyond what food they liked to eat and where they liked to go in
the community. They have each displayed a multidimensional choice-making that lead
them to experience the joy and pain of their choices. For Kawhi, his enjoyment of
watching sports led him to be a three-sport athlete during most of his high school
experience. In his senior year, he dealt with trying out and not being chosen for the
varsity basketball team. For Bianca, her enjoyment of people has led her to maintain
long-term friendships and choose how she spends her time. During her time in high
school she has had a few experiences where she has been influenced negatively by her
friends and made unfortunate choices.
Where capacity meets opportunity. The differences in Kawhi and Bianca’s paths
during high school encompass both capacity and opportunity. When Kawhi began high
school, his primary placement was in a special day class for students labeled with
disabilities such as autism and intellectual disability, leading to a certificate of
attendance. From the start he possessed academic skill and drive to participate in more
integrated environments. For academic instruction he has participated in specialized
academic instruction classes that typically included students labeled with learning
disabilities, until the current school year when he began attending a general education
math class. Throughout his four years, Kawhi has participated in general education for
elective classes such as physical education, art, and computer applications. As evidenced
by his frustration, most often at home, there have been times when Kawhi has felt
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constrained by his inability to be actively listened to. The fact that the IEP meeting
continued for almost an hour after he went to the library to study is indicative of this
situation. While his mom may have desired a conversation about his expression of anger
where she could receive support and input without Kawhi present in the meeting, as an
18-year-old young adult he must be given the opportunity to participate in a discussion
which could involve his input in problem-solving. This type of interaction would allow
Kawhi and his mother to create a plan together, reinforcing the component elements of
self-determination. This process could occur within the context of an IEP meeting or
conference in order to include support from school-based members of the IEP team.
Bianca began high school in specialized instruction classes focused on state
standards, leading to a diploma where her academic challenges impacted her motivation
to attend school. Based on her progress during freshman year and the information
gathered at that time as part of her triennial reevaluation for special education, Bianca
transferred to her current high school and placement for the start of her sophomore year.
As evidenced by her dad’s concern about Bianca choosing friends that support her to
make positive choices, she has experienced, whether provided by her family or taken by
her own volition, more autonomy than Kawhi.
Although Kawhi and Bianca have had different elements shape their development
and learning, their school environment and experience was very similar prior to their IEP
meeting. Their case managers had implemented classroom instruction featuring the
SDLMI, however neither had read the draft of their IEP document nor had their case
manager or parent discussed the purpose and outcome of the meeting in terms of their
goals. In reviewing the video from each IEP it was apparent that despite assessment
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information and previous documentation emphasizing that both students benefitted from
visual supports, neither case manager provided such an accommodation in preparation for
the IEP meeting. While the outline created to support student involvement is a visual
accommodation, its effectiveness is limited when not reviewed in advance of the meeting.
While the approach of the education professionals was similar between Kawhi
and Bianca’s IEP meeting, the difference in opportunity was facilitation through the
outline. As evidenced in Kawhi’s meeting, the statement “let’s talk about my goals” did
not prompt him to talk about his goals, rather the case manager talked about the goals he
had drafted for Kawhi. When the speech-language pathologist and the researcher
reworked the outline, the updated version included additional questions and sentence
stems to provide support for what it means for students to talk about themselves and their
goals. As with the original outline, the actual student input was not predetermined or
scripted, the changes were an effort to provide more specificity in the prompt in support
of meaningful student participation. In the updated version of the outline, as implemented
in Bianca’s meeting, the last staff member providing input about her strengths and areas
of need provided the transition to the next section by asking her to, “tell us about your
goals.” The information included in her response was as a result of a more detailed
prompt, “For my goals I want to work on _____. In order to work toward this, the kind of
help I need is _____.”
The role of co-construction. Prior to and following their IEP meetings, both
Kawhi and Bianca identified the education professionals, namely the case manager, as the
leader of the meeting. Even when education professionals have the intent to support
meaningful student participation in their IEP, they may shift the responsibility for
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execution to the student rather than share the responsibility with the student, thereby coconstructing the information that informs the final version of the IEP document. Both the
act of shifting too much responsibility for execution to the student and providing too little
preparation have the effect of constraining the student’s participation.
Both Kawhi and Bianca’s participation at their IEP meeting was constrained by a
lack of preparation. The case managers were aware that both students were visual
learners, however neither met with their student to review the outline or the draft IEP
document in advance of the meeting. During the interview that followed their IEP
meeting, each student was asked what type of preparation they received before the
meeting. Kawhi shared that the case manager had told him that he could change his goal,
and Bianca said her case manager had told her to speak up. Without a visual and direct
connection to the flow of the IEP meeting, or context within the document, neither was
prepared in a way that supported their subsequent participation.
For Bianca, the data analysis revealed that there were two factors that supported
her participation within the IEP meeting. The outline had been updated following
Kawhi’s meeting to include sentence prompts and stems that more directly cued her
input. For example, at the time of Kawhi’s IEP meeting, the prompt for a student to talk
about their current progress was, “Let’s talk about my IEP.” This prompt was updated for
Bianca’s meeting to include the following, “Let’s talk about my IEP. Here are some
things you should know about me. My strengths are _____. I need to improve on _____.
Who else would like to talk about my strengths and areas of need?” A review of the video
provided evidence that with these prompts Bianca was able to provide the information to
complete both sentences in a personal and meaningful way. The other factor that
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supported her participation within the IEP meeting was that the educational professionals
directed their comments to her, engaged her in the conversation, and acknowledged her
input. However, neither Kawhi’s nor Bianca’s IEP meeting provided evidence of true coconstruction of information, which would involve the education professionals building on
to the input provided by the student and creating an actionable support plan, possibly in
the form of adding or changing goals or services.
Reflections from the case manager. There is an absence in the data from both
Kawhi and Bianca’s IEP meetings in terms of case manager and student co-construction
of information and ideas. Through review of the videos, the researcher noted that there
was more agreement than co-construction between the education professionals and the
students. It may be that acknowledgment and active listening of student input are
precursors to co-construction, particularly as teachers determine the instructional method
for supporting self-determination and the appropriate expectation to hold for each
individual.
In order for special education teachers to shift their practice to one where they can
lead and share the leadership with their students they need to gather input on their goals.
The case managers who participated in the study were very well-intended, they cared
about the progress of Kawhi and Bianca, however, they remained rooted in a traditional
structure that focused an IEP meeting on the product, completion of the IEP document,
rather than the process, which is where meaningful student participation through selfdetermination can occur. For instance, during Kawhi’s IEP meeting, the case manager
appeared to hold strict adherence to the IEP document in order to guide the information
he provided and solicited. In contrast, when Kawhi stated that he did not have autism, the
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school psychologist asked him what made him say that, and then provided him with more
information about his strengths and areas of need. She went on to explain the supports
that had been provided to address those areas and engaged him in a conversation about
what he was proud of, which was a concrete way for her to prompt him to showcase his
self-awareness, a component element of self-determination.
The SDLMI as a teaching tool. Kawhi’s case manager had supported him
freshman and sophomore year, but not junior year, therefore he was not present at last
year’s IEP meeting. Initially, when asked about Kawhi’s participation during the current
year in comparison to the past, he focused on the process of supporting students to
participate in their meetings in general, and the instructional experience with the SDLMI.
Over his years at the high school where the study took place, he has experienced that for
the majority of students who have attended in the elementary districts that feed into the
high school district where his school is located, IEP meeting participation is a new
experience in their freshman year. He explained that each year with his new students he
has to take a step back and explain IEP meeting participation to them
because their big thing is they’ve never been included in an IEP until they get to
high school. It’s always, “Why do I have to go?” We talked about that piece and
then I really needed to explain to them what a goal really is. It’s almost like we
had to back up a little bit before we got into it so that they would be serious about
it. (120816.4-9)
When discussing his implementation of the SDLMI, he characterized the older students,
including Kawhi, as taking the process more seriously, “Because, to be honest with you,
it’s something we don’t really talk about very often in the class. … We should”
(120816.16-19).
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When asked about her experience implementing the SDLMI, Bianca’s case
manager stated,
It was harder than I thought, and I even had done … “What is a goal, why do
people have goals?” as sort of an intro to this [the week before]. Then I went the
following week, I had them fill out the paper and I think I just needed to maybe
have a little bit better of a lesson plan, because some of the students were
confused by some of the questions. (013117.114-118)
Like any curriculum, the SDLMI is only as good as the person and the lesson plan that
guides implementation. Another challenge that she encountered was that the students had
too many goals they were trying to work on, and attempted to put them in the areas of the
worksheet that asked what they wanted to improve on. The researcher inquired if those
goals were generated by the students. The teacher replied,
We did a brainstorm on the whiteboard, and I did that so that I could provide
examples to people who couldn’t come up with their own. Then it was hard at that
point to then narrow it down, so I kind of feel like that first step for number one
needs to be more individualized, and maybe more so as part of the IEP process.
When you’re working with an individual student, and you’re looking at their
strengths and their needs, rather than trying to do it whole class, all at once,
because I couldn’t provide the individual attention to each student to help them
come up with, “What is the one most important goal that you would really like to
work on.” (013117.126-133)
This challenge could be mitigated through utilization of the paraeducators present in the
classroom to provide individual and small-group support following whole-group direct
instruction.
When discussing implementation of the SDLMI in classroom instruction, Kawhi’s
case manager preferred group lessons with the class as a whole. He felt this structure took
advantage of student social awareness and was more productive than what he believed
would have occurred in a one-on-one setting. In particular, Kawhi was a good role model,
“he opened his mouth, he did volunteer” (120817.139). Within group instruction the case
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manager was still able to “zone in on him, but everybody was working on the same thing.
I think that worked better than singling him out” (120816.126-127). He elaborated that
students “get ideas off of each other that way too. ‘I never thought about that’”
(120816.200-201). Depending on the composition of his classroom in the future, he
might consider small-group instruction.
Both Kawhi and Bianca have benefitted from home environments that have
incorporated them within the family unit and their community, as well as a school
program that has included integration in general education environments and a variety of
work experiences. The progress they experienced during participation in the SDLMI may
be related to these opportunities, which are not captured in the framework of the model.
In situations where development and environment have been more limited over time,
students may experience greater challenge in experiencing growth in their selfdetermination, even with the benefit of direct instruction.
Timing of implementation for the SDLMI. In reviewing the timing of instruction
with the SDLMI in terms of the timeline of a school year and the occurrence of each
student’s IEP meeting, Kawhi’s case manager saw two purposes for implementation of
this instructional method: reinforcing the purpose of an IEP, and individual student
connection to the process.
Just going through this and thinking about it and realizing the questioning that
they would have about IEPs in general, I thought this is going to be a good way
for them to work through this before the meeting. It’ll make them stop and think.
Because so many of them are visual anyway, doing something visual based upon
the worksheet. (120816.167-170)
Bianca’s case manager saw a connection between instruction in self-determination and
student development of IEP goals,
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I guess I would say that to work more often on the IEP goals, like maybe pick a
time of the week where we’re focusing on specifically their own goals for in their
own IEP, so it will be more individualized. (013117.193-195)
When asked if she thought the SDLMI assisted in supporting students to achieve their
goals, Bianca’s case manager agreed that it started the conversation. “I think it’s very
valuable information for me to understand where they’re coming from, what they want to
work on, and what they think their strengths and their weaknesses are” (013117.184186).
In reflecting on Kawhi’s confidence during the IEP meeting, his case manager
referenced the lessons connected to the SDLMI.
It really helped actually, I think, calling the two lessons preliminary because it
gave him a chance to really think about it, which, I guess, we’ve not done that
before. I think that gave him a better understanding of what the whole process
was about and also gave him maybe the desire to speak up. Since I’m trying to
explain as, “The reason you have to be there is because this is all about you. This
is not about me or your mom or anybody else’s. This is your future. I could [put]
anything down there [referring to the IEP document], but because it’s something
that you want to do or can do or even that you want to work on that day, so really,
you have to defend yourself.” (120816.73-81)
In reviewing the three phases of the SDLMI, he further stated,
It needs to be a four-stepper, four stage, where the first stage is doing an overview
about goals or something like that. Or at least something preliminary. Because
that came from them. They had lots of questions and so it was like, “Okay, before
I can do this I really need to do that.” (120816.129-132)
His input aligns with what Bianca’s case manager had attempted by delivering instruction
on what a goal is and why it is important a week prior to introducing the SDLMI.
Unfortunately, the reason she found the process challenging was due to lack of lesson
planning, as she shared honestly. Kawhi’s case manager thought that as students went
through the phases, the process could be narrowed down maybe by repeating “three or
four times … maybe once a semester as part of [instruction]” (120816.194-197).
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IEP participation and goal achievement. Bianca’s case manager agreed that
participating in their IEP meeting serves a role in assisting students in achieving their
goals,
Because it gives them a voice, and it lets them know that we’re here to help them,
and that this is all really about them, for them, and they have a voice. They have
the right to say, “These are the things I want you guys to help me with,” rather
than somebody else saying, “We think you need to get better at this, and these are
the ways that we’re going to help you get better at this.” Essentially, it’s getting
their buy-in.” (013117.201-205)
The researcher and Kawhi’s case manager discussed whether there was a connection
between student achievement of goals and instruction in self-determination.
I think so. I think it’s going to be a process. I don’t think it’s going to be a one
time through. I think you probably do that going in … repeat if you need to. Just
like with [Kawhi], we’re starting out very vague but it’s really a totally new
experience for all of us. (120816.188-191)
Reflections from the participating students. While Kawhi did not initially recall
classroom instruction that included the SDLMI, he connected it to “what’s your goal,
what do you want to do in the future” (120916.190). He was not sure he liked the
activities, but acknowledged that even when something is not preferred, it may be
important to do. He stated that he liked to talk about his goals rather than fill out a
worksheet, “I mean, I kind of like the talk about the goal, but probably not write it out”
(120917.214).
Bianca recalled the activities that had occurred in class prior to her IEP meeting,
and stated, “I work on improvements and things” (013117.83). She said she liked the
activities and that “I can try it and not give up on work” (013117.88). She thought that
the instruction helped her share more about herself at the IEP meeting “by talking about
it, how it feels” (013117.93).
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When asked if the activities associated with the SDLMI had made it easier for her
to talk at the IEP meeting, Bianca said, “Yeah, I can focus … I can talk more in the IEP
than I did before” (013117.95). It is important to note that the researcher was in a position
of power during the interviews and may have influenced Bianca’s response by asking a
question that could be answered in the affirmative, as opposed to asking her to identify
the ways in which the SDLMI did not make it easier for her to talk in the IEP meeting.
While student self-determination can be connected to their overall development, Bianca’s
statement that she talked more than in previous IEP meetings is corroborated by input
from the interview with her father. Therefore, the goal-setting and attainment process
presented through the SDLMI may have had a role in Bianca’s ability to focus and talk
more in her IEP meeting. In contrast, Kawhi thought the SDLMI helped him “a little”
(120917.217) during his IEP meeting. The difference in student experiences may reflect
more on their enjoyment of the activity as opposed to the implementation by the teacher,
given that Kawhi’s teacher had a more robust implementation than Bianca’s.
Parent reflections on self-determination. When talking with both Kawhi and
Bianca’s parents in the initial interview and the one following their child’s IEP meeting,
the researcher described the curriculum, the SDLMI, as teaching in the area of selfdetermination to help students with such things as learning how to ask questions and
make decisions.
Kawhi’s mom. Although she did not connect any conversations at home with
evidence of instruction in the SDLMI, Kawhi’s mom did note that a couple days before
the IEP, he brought home a draft of the document and asked her about goals. He asked,
“What I want to do?” (120816.130). She stated that he did not really have anything

133

specific he wanted to do, and she suggested doing well in math. In the case of this
particular study, a decision was made not to provide a direct connection between
instruction in the classroom, completion of the SDLMI worksheets, modified for the
current study, and communication with the home environment.
When asked about instruction that is focused on students exercising their own
self-determination, choices, decision-making, and self-advocacy she stated,
I think that it’s good because eventually, hopefully, he can be independent, so
self-advocacy … He needs to speak up for himself. I think that’s good, so with the
help of the proper understanding and proper encouragement … I don’t want him
to like if he has something in his heart whether he will not speak up for himself,
that’s not good. (120816.142-146)
She elaborated by stating,
I think it was good in a sense that he expressed … the resentment in the IEP
because he was … talking to me just the day before that he doesn’t like it, “Why
only me have IEP” that kind of thing. I think it’s good that he could express his
real concern, his real situation, so he can get help. (120816.158-161)
She believes that although Kawhi did not display a lot of participation during his IEP
meeting, what he did share “at least open a window especially for the teachers to see this
is going on within him … usually he doesn’t think this … at school” (120816.173-175).
In thinking about how self-determination, for instance Kawhi asserting himself and
making decisions, was in alignment with her personal values and beliefs, including
cultural values and beliefs, his mom initially focused on the need for him
… to be guided in a proper way like remember I talk to you before in the first
interview, I had some concern, right? … That he’s been kind of … had some
thoughts and some may not be proper for example the negative thoughts, so I
don’t want to encourage that. (120816.210-214)
She then talked about the positive aspects she sees for Kawhi in making choices based on
his needs and preferences, and mentioned his decision to stay home with his brother
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during the family vacation as an example. She stated, “Something that he will enjoy, I
think that’s all right. That isn’t something negative about others and want to hurt others
then that’s not okay” (120816.217-219). The researcher stated that mom’s concerns
seemed to be about him complying with societal or social norms to which she agreed.
In terms of my culture, well, yeah that’s how I feel. As long as he’s in the proper,
acceptable, social skill in the acceptable, ethical guidelines, I think that’s fine. He
should, yeah, to be independent; he needs to make choices for himself.
(120816.221-224)
Kawhi and his mom continue to determine how to balance his need to feel in control and
independent in certain ways, while still needing and receiving support from his family.
This struggle has had a social-emotional manifestation for him: fluctuating between the
feeling of pride in having his driver’s license and working toward his goal of paid
employment in a retail store, and frustration when he does not feel truly autonomous.
Bianca’s dad. Following the interview with Bianca’s dad after the IEP, the
researcher asked the translator how she translated the term self-determination. The
translator confirmed that in her conversation with Bianca’s dad it became necessary to
define self-determination as a function of the translation. She stated that she described
self-determination to dad as determination in one’s self, the ability to make decisions and
set goals. While her definition does not necessarily represent how all Spanish speakers
would define or understand the term, the need for definition may align with the finding of
Zhang, Landmark, Grenwelge, and Montoya (2010) that parents considered culturally
diverse are less likely to know the term self-determination.
When asked what he thought in terms of the importance of teaching the skills of
self-determination, Bianca’s dad said he
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thinks it’s a really great skill for her to focus on, that he feels like this is exactly
the type of lessons that she needs to get ahead in life and that he appreciates the
support that everyone is giving to her. (013017.123-125)
The researcher explained to Bianca’s dad that self-determination can be supported
through instruction at school and students making their own choices and decisions.
Dad says that he sees it in her every day, that just even the way she wakes up
extra early in the morning, super early, like an hour before … getting ready for
school and being motivated to come and learn. That he just really sees the
eagerness on her part to want to be a learner. He said that for him it feels really
nice because it’s not like he has a daughter he has to keep pushing, like “Get up,
go to school.” She just has that intrinsic motivation to do it. (013017.138-143)
When asked if he thought that Bianca being part of her IEP meeting also helped in her
own self-determination and decision-making process, her dad
said that he feels it’s good for her to be part of this process, as kind of an active
member, because everybody has the same goal of helping her, and for her to feel
part of that process is really good. (013017.130-132)
When asked about self-determination, independence, and decision-making in connection
to his cultural values and beliefs or those of the family, the response from Bianca’s dad
was not necessarily connected to culture,
… that when she was younger [Bianca] had a lot of issues with school, and it was
hard for her. She wasn’t as into the whole idea of school, but now when she’s
gotten bigger he sees a lot more motivation within her. Perhaps that can be
connected culturally to him, to them. (013017.151-154)
The researcher inquired further about previous statements dad had made about Bianca
being as independent as possible, and he replied that,
As a father … he values that the most of anything, his independence. He said that
he wants to know that one day when him and his wife aren’t here, that [Bianca]
will be able to be independent enough to take care of herself, so for sure that’s
something that they hold very close to them. (013017.160-163)
During the IEP meeting, the school psychologist had asked Bianca, “Who keeps
your important papers?” and she stated, “My dad. … You should give it to my dad
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because I will lose things. My dad is the one.” During the time when Bianca was
considering her responsibility in signing consent to the IEP document, the speechlanguage pathologist reminded her that if she wasn’t sure, it would be good to ask her dad
first, to which Bianca responded, “I was going to ask him.” She then asked him, in
Spanish, about signing consent to the IEP document.
Since Bianca’s return to the family home the previous summer, her mom and dad
appear to have given more thought to how to support her autonomy while integrating her
into the way of life as guided by their family values. To be successful, this integration
will need to include the navigation of a shift in their relationship toward interdependence.
Comments from mom and dad during the interviews continue to reflect Bianca’s role in
helping the family, however, her father does place value in the skills of selfdetermination that she has developed.
Summary of Results
The purpose of this qualitative case study was to describe the experiences and
participation of two high-school students labeled with intellectual disability or autism at
their IEP meetings following participation in the Self-Determined Learning Model of
Instruction (SDLMI). Both Kawhi and Bianca were attentive and participatory during
their IEP meeting. While the amount of participation Kawhi could have engaged in was
constrained by a lack of facilitation, he displayed significant self-advocacy when
discussing his disability status. Bianca’s participation was characterized by goal-setting
and expressing her desire to continue with her education and become a preschool teacher.
However, for both students, the resulting IEP documents lacked detail in support of the
contributions they each made to the process.
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The goal of co-construction is for IEP team members to build upon the interests
and goals that are expressed by the student. In the case of Kawhi and Bianca, this
foundation is still being built. Co-construction at their IEP meetings included education
professionals and parents providing agreement, reassurance, and encouragement, but the
interactions were not yet actionable or evident of self-determined behavior. As Kawhi’s
case manager stated, even after teaching for a number of years, adults need to be
reminded to return the focus of involvement to the student, involving them more.
Given the semi-structured focus of the interview protocol, the researcher was able
to probe each case manager more deeply in terms of their thoughts on the elements of
SDLMI implementation such as teaching the concept of a goal, the various terminology,
and whole-group, small-group, or individual instruction, and what they might do again in
the future in terms of preparation for the IEP process. Both agreed that there could be
initial, whole-group instruction with individual re-teaching prior to the IEP for each
student. They both agreed that the concepts of goal-setting, as rooted in selfdetermination, could and should be revisited over time.
Both Kawhi’s and Bianca’s parents observed differences in their child’s
participation at their IEP meeting. While Kawhi’s mother was not sure he said much
more than in the past, she did acknowledge his self-advocacy during the discussion of his
disability status and observed that he was more confident. Bianca’s father saw her
participation as more confident and evidence of increased voice. While the parents
expressed value in their child’s independence, it would appear that both families are
struggling to establish the interdependence that would provide Kawhi and Bianca the
autonomy they are striving for.
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The SDLMI is an instructional tool that can build student capacity for selfdetermination by structuring the goal-setting and attainment process. However, the
members of the IEP team, collectively, have the responsibility to build student
opportunity through preparation for and co-construction of information during the
meeting. In order to see this come to life, students must be actively listened to and
supported by direct facilitation with resulting actionable steps reflected in the finalized
IEP document.
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CHAPTER V
SUMMARY, LIMITATIONS, DISCUSSION, AND IMPLICATIONS

The purpose of this qualitative case study was to describe the experiences and
participation of two high-school students labeled with intellectual disability or autism at
their Individualized Education Program (IEP) meetings following participation in the
Self-Determined Learning Model of Instruction (SDLMI). Connections between the
perspectives of students, parents, and teachers, along with their individual viewpoints on
self-determination and the SDLMI were explored, including cultural perspective. This
chapter begins with a summary of the study and is followed by a review of the findings
organized by research question. Based on this information, conclusions are made and
limitations associated with the study are reported. Finally, implications for research and
educational practice are explored.
Summary of Study
The study was designed to explore meaningful participation for students labeled
with autism or intellectual disability in their IEP meetings following direct instruction of
self-determination. An IEP, the result of an annual meeting, is required for every student
who is eligible for special education. On or before the age of 16, these students are also to
have an Individual Transition Plan (ITP) to guide their program in alignment with their
goals for the future. The focus of the Individuals with Disabilities Education
Improvement Act, IDEA (2004), the legislation that guides the IEP and ITP processes, is
to hold high expectations for children with disabilities to meet developmental goals to the

140

maximum extent possible and be prepared to be productive and independent adults.
Despite this intention, students labeled with autism or intellectual disability experience
poorer outcomes than their non-disabled peers, including limited opportunities to work,
socialize, and recreate in the community upon graduation or exit from the school system.
The IEP process is typically led by a special education teacher who serves as the
student’s case manager. One way that these teachers can help students have the most
successful life outcomes is to provide them with robust transition planning, including
direct instruction, and opportunities to participate meaningfully in the decision-making
process. Self-determination is a best practice in transition for all students with disabilities,
including those labeled with intellectual disability or autism (Landmark et al., 2010;
Papay & Bambara, 2014; Shogren et al., 2013). A self-determined person is one who
makes conscious choices, self-regulates, self-directs their learning, and self-advocates.
Furthermore, self-determined behavior refers to volitional actions that enable a person to
act as the primary causal agent in one’s life, and maintain or improve one’s quality of life
(Wehmeyer, Palmer, et al., 2007).
A student’s ability to become self-determined is expressed through the
combination of capacity and opportunity as supported by parents and teachers. This
combination results in the essential characteristics of self-determination: autonomy, selfregulation, psychological empowerment, and self-realization (Wehmeyer, 1999).
Behavioral autonomy, viewed as individuation and independence, is displayed through
the component element of choice-making (Wehmeyer, 1999; Wehmeyer, Shogren, et al.,
2007). Self-regulated behavior, viewed as having some control over actions, is displayed
through component elements such as: decision-making; problem-solving; goal-setting
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and attainment; self-observation, evaluation, and reinforcement; self-instruction; and selfmanagement and self-regulation (Wehmeyer, 1999; Wehmeyer, Shogren, et al., 2007).
Psychological empowerment, viewed as feeling capable and acting in that manner, is
displayed through component elements such as self-advocacy and leadership, and selfefficacy (Wehmeyer, 1999; Wehmeyer, Shogren, et al., 2007). Self-realization, viewed as
understanding the effect of one’s actions, is displayed through component elements such
as self-awareness and self-knowledge (Wehmeyer, 1999; Wehmeyer, Shogren, et al.,
2007).
One instructional method that builds and reinforces the essential characteristics
and component elements of self-determination is the SDLMI. The SDLMI is a model of
instruction that focuses on the recursive process of planning, implementing, and
achieving a goal. Although research had shown that instruction through a method such as
the SDLMI lead to goal attainment and positive postschool outcomes, little attention had
been paid to the implication of participation by the student at their IEP meeting. Through
this study, student participation in the IEP process provided an avenue through which
self-determined qualities emerged, and verbal and nonverbal participation occurred in a
meaningful way.
The theoretical basis of this study comes from Deci and Ryan’s (1985) landmark
study on self-determination, and the application by Wehmeyer (1992, 1999) to
individuals labeled with intellectual disability. Both Deci and Ryan (1985) and
Wehmeyer (1997) emphasized that being self-determined meant being the causal agent in
decisions and choices about one’s life, not necessarily having complete control over those
decisions and choices. Individuals cause themselves to act in certain ways, as opposed to
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someone or something else causing that action. Through research, a theoretical
foundation for designing instruction to promote self-determination developed into a
functional model of self-determination (Wehmeyer, 1999).
The methodological approach to this study represented a form of analytic
induction, as described by Bogdan and Biklen (2007): semi-structured interviews, review
of official documents, and perspectives and definitions that emerged as themes within the
data (Bogdan & Biklen, 2007; Ferguson et al., 1992). The findings are significant to the
exploration of a connection between the research on transition-related instruction and
student participation and expression at their IEP meeting. Findings on student
participation in their IEP meetings and development of the component elements of selfdetermination reinforce the importance of direct instruction, particularly for students
labeled with intellectual disability or autism. In addition, this study provided teachers
with supporting materials and guidance to implement the SDLMI, observed coconstruction of student information with the adult participants at their IEP meeting, and
explored expression of self-determination by parents who were culturally diverse.
Discussion of Findings
By focusing the outcome of an IEP meeting on student participation in connection
to the essential characteristics of self-determination, the role of capacity, and opportunity
across a person’s life was highlighted: autonomy, self-regulation, self-realization, and
psychological empowerment are not static concepts. It is important to separate selfdetermination from an emphasis on a person doing things on their own and shift the focus
to the individual making things happen in their life through actions such as expression of
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choice-making, decision-making, goal-setting and attainment, self-advocacy and selfawareness.
Meaningful participation. The first question of the study was, “What essential
characteristics and component elements of self-determination are present in the verbal
and nonverbal participation displayed by a person labeled with intellectual disability or
autism at their IEP team meeting following participation in the SDLMI?”
The participation of Kawhi and Bianca in their respective IEP meetings
highlighted the essential characteristics and component elements of self-determination
that were possessed by each individual, connected to their capacity and opportunity.
Kawhi’s most prominent area of self-determination, given that his case manager and
mom reflected their understanding as well, was his self-regulation. Within his IEP
meeting he displayed decision-making, goal-setting, and self-management. He clearly
articulated his commitment to excel in his academics and secure a paid position in a retail
store. Bianca’s most prominent area of self-determination, given that her case manager
and dad reflected their understanding as well, was also her self-regulation. Within her
IEP meeting she displayed decision-making and self-management. She clearly articulated
her commitment to stay in school and have a job where she helps people.
While development and environment may be more challenging to influence, the
adults in their lives were observed to have the power to influence the learning and
experiences that they have been afforded. For instance, Kawhi displayed strong feelings
about his disability status within the IEP meeting and had been challenged to modulate
his frustration at home, however, his mother chose to engage in a discussion about this
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area after he had been excused from the IEP meeting. This action served to further
constrain his ability to reach his desired level of autonomy.
Both classroom instruction and co-construction of information are important
factors in ensuring that students are participating in, and not simply attending, their IEP
meeting. Given the focus of the SDLMI on students identifying and working toward
goals of their own choosing, it was surprising that a review of literature did not find any
studies connecting this instructional method to the IEP process or student participation at
their IEP meeting. The current study serves to highlight the interrelationship with the
SDLMI and the IEP, assisting students in planning and expressing their input.
Studies had shown that between 59.4% and 67% of students who have attended
their IEP meeting, including those labeled with intellectual disability, did not know their
IEP goals (Agran & Hughes, 2008; Wehmeyer, Agran, et al., 2007). Agran and Hughes
(2008) found that students had not been provided the opportunity to review their IEP
document prior to the meeting. This information aligned with Kawhi and Bianca’s
experiences as they were not aware of their IEP goals when asked in their initial
interview, and had not reviewed their IEP document prior to the meeting.
In addition to receiving direct instruction that incorporated the component
elements of self-determination, this study underscored that students must be provided
individual preparation for their IEP meeting. This should include a review of the
document in advance, and a structure within the meeting that encourages input from the
student and opportunity for all people present in the room to co-construct with the
student. Opportunity, in the context of self-determination, refers to the chances students
are provided to use their knowledge and skills (Mithaug, 2013). Agran and Hughes
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(2008) found that students rated self-advocacy as their highest area of involvement and
were most positive about the choices they made, as opposed to those made by the adults
in their life. Kawhi and Bianca both have well-articulated goals but their IEP documents
do not fully integrate this input. In order to have the IEP document fully represent
meaningful student participation, teachers must adjust the development of the document
to the student, not the other way around.
Direct instruction. Current research had shed light on the efficacy of the SDLMI,
and identified a causal relationship between instruction with this tool and goal attainment,
particularly in comparison to teachers providing informal instruction on selfdetermination (Shogren et al., 2012; Shogren, Plotner, et al., 2014; Wehmeyer et al.,
2012). The SDLMI provides teachers with a process through which they can deliver
instruction on the essential characteristics and component elements of self-determination:
acting autonomously, making choices and decisions; displaying self-regulation of
behavior, having some control over actions; acting in a psychologically empowered
manner, feeling capable and acting in that manner; and acting in a self-realizing manner,
understanding the effect of one’s actions (Wehmeyer, Shogren, et al., 2007). Information
about implementation across studies reflected Wehmeyer and colleagues’ (2000) focus on
students solving a problem by posing and answering a series of four questions in each of
three phases as they learn, modify, and apply their learning to self-selected goals. The
researchers emphasized that this instructional method was meant to support teachers to
guide and direct instruction, thereby enabling students to engage in self-determined
learning by self-regulating and self-directing their learning process.
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The researchers were clear that this instructional method was not a stand-alone
curriculum and was not tied to any particular content area, thereby allowing teachers to
incorporate self-determination instruction into ongoing curricular activities (Shogren et
al., 2012). The SDLMI is considered a flexible model of instruction focused on teaching
the skills of self-determination in alignment with the academic and functional skill
development already in process within a classroom or program (Shogren et al., 2007).
And while it was noted in the teacher’s guide that modifying the student questions is part
of the process, its implementation would be further strengthened by examples of how the
model was modified or adapted to address a variety of learner profiles and educational
settings in adherence to the guidelines of fidelity set forth by the researchers (Wehmeyer
et al., 2012; Wehmeyer, Shogren, et al., 2007).
Although not evident during Kawhi’s IEP meeting, during the interview following
the IEP, his case manager shared that he had enjoyed the classes when he implemented
the SDLMI and felt that it would help increase his attention to ensuring meaningful
student participation in their IEP meeting.
Because actually I really had to step … back … and preparing with the students,
so we include them but not really, so I think I can do better. I can learn new
things. Hey. There are always ways to do things better. (120816.253-254)
In the current study, the participating special education teachers provided the researcher
with input to aid in the modification of the worksheets in order to further break down the
concepts and provide more comprehensible vocabulary. While these particular
modifications were specific to the students in the participating classrooms, other
educators would benefit from seeing examples of how the model was modified, a belief
that is in opposition to that of the researchers.
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Co-construction. The second question of the study was, “What role do the adults,
education professionals, and parents play in co-construction of information during the
IEP meeting in relation to student demonstration of the essential characteristics and
component elements of being self-determined?”
There is a relational connection between the members of the IEP team and the
student who is at the heart of this individualized process. In order to capitalize on this
connection in support of meaningful student participation, the adults must consider
student input, actively integrate it within the IEP document, and implement actionable
outcomes such as updating goals and services in alignment with the student’s interests
and desires. Through review of the videos during Kawhi and Bianca’s IEP meetings, it
came to light that acknowledgment and active listening of student input are precursors to
co-construction. This is an important first step as teachers determine the instructional
method they will incorporate in order to further develop self-determination and determine
the appropriate expectation to hold for each individual student.
Parent reflections. The third question of the study was, “How is the concept of
self-determination expressed by the parents of students labeled with intellectual disability
or autism who are culturally diverse?”
Research had shown that parents of individuals labeled with intellectual disability
were consistently the group most likely to doubt the abilities of their children to drive,
live independently, be financially self-sufficient, or acquire the skills of selfdetermination, and least likely to involve them in the process of their education (Carter et
al., 2013a; Shogren & Villarreal, 2015; Wagner et al., 2005). While both Kawhi and
Bianca’s parents expressed a goal for their children to live independently, the specifics
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were not well-defined, and their ability to meaningfully participate in the IEP process had
been constrained: Kawhi by conversations occurring outside of his involvement, and
Bianca by not feeling autonomous in the home environment.
In different ways, both students have displayed their desire for greater autonomy.
For instance, Kawhi self-advocated for receiving his driver’s license. Both his initial
interview and comments in the IEP meeting showed that he had invested significant
practice into achieving this goal. Bianca had a history of displaying her autonomy by
leaving her family’s home for extended periods of time. During the school year when the
study took place, she had begun to seek support within the school environment in order to
express her desire for independence to her parents, while at the same time focusing her
actions on how staying in school could assist her in expanding the skills that would
support her desire for greater autonomy.
Kawhi’s mom and Bianca’s dad both stated that part of being independent was
speaking and standing up for oneself. It appeared that they were both struggling with
balancing their understanding that a self-determined person was one who made conscious
choices, self-regulated, self-directed their learning, and self-advocated with
operationalizing it in terms of how they and their child could develop interdependence
within the family unit over time. For Kawhi’s mom this struggle may be related to
growing up in a more collectivist culture where the skills of self-determination are
valued, while interactions within the family unit may be more focused on dependence and
obedience (Zheng et al., 2015). True interdependence would allow Kawhi and Bianca to
reach their desired level of autonomy while their parents could see that they were still an
important part of and influence on their child’s life.
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Conclusions
One of the findings of the study was the overwhelming importance of students
being prepared for their IEP meeting. No amount of direct instruction on the essential
characteristics and component elements of self-determination can overcome inadequate
preparation for an IEP meeting. Preparation must include discussion of the purpose and
outcome of the meeting in terms of their goals, a structure to guide their participation,
and a review of that structure prior to the meeting. In the current study, the structure that
provided support to the students was in the form of an outline with sentence prompts and
stems. However, student participation remained constrained when the use of this outline
was not reviewed in advance of the meeting, and not all adult participants supported
student participation through facilitation of the structure.
Another significant finding was teacher corroboration that the SDLMI would be
beneficial to students as a regular part of whole-group instruction in the area of transition
and in support of meaningful IEP participation. In addition, they felt that the process
could be utilized with students individually in close proximity to their IEP meeting. Both
teachers pointed out that the SDLMI needed to be implemented along with other
curriculum that provided direct instruction in the area of what a goal is and how to
develop it.
And finally, the role that adult members of the IEP team can have in the coconstruction of information was an important finding. This type of interaction has the
potential to support the realization of the goals students have for themselves. This study
highlighted the first steps in co-construction which include educational professionals
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directing their comments to the student, engaging the student in conversation, and
acknowledging the student’s input.
Limitations
The results of this qualitative study were not intended to be generalizable. Rather,
the researcher relied on trustworthiness to report the findings in order to allow for
determination of applicability to other contexts. The transparency in the process
supported credibility in the outcome. As is common in studies that have explored the
connection between implementation of the SDLMI and student self-determination, the
researcher acknowledges that there are various factors that contribute to student
development of the skills of self-determination (Wehmeyer et al., 2011).
It is important to note that the researcher was in a position of power during the
student interviews and could have influenced responses. For instance, Bianca was asked a
question about the SDLMI that could be answered in the affirmative, as opposed to
asking her to identify the ways in which the SDLMI did not make it easier for her to talk
in the IEP meeting. Both Bianca and Kawhi may have had elements of their experience in
the study, particularly from a negative perspective, that were not elicited based on the
structure of the interview questions and nature of the facilitation.
Implications
Although not part of the framework of the SDLMI, the research design was
aligned with Mertens’ (2009) definition of disability inquiry as the study explored the
sociocultural perspective of students labeled with autism or intellectual disability and the
steps toward taking control of their own lives in order to provide understanding beyond a
biological perspective of disability. Based on the design and results of the study, there are
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several implications for future research and educational practice. First, the research
implications and recommendations for future research are discussed. Second, the
implications for educational practice are presented.
Implications for research. As highlighted by the meta-analysis completed by
Griffin (2011), very little cultural diversity was found in previous studies. The current
study featured a parent of Asian background and a parent of Hispanic background. Given
that the study explored how the concept of self-determination was expressed by the
parents of students labeled with intellectual disability or autism who were culturally
diverse, the researcher analyzed the data to determine if a set of behaviors different from
the dominant culture had come to light. While this particular study did not identify
characteristics outside those generally associated with the theoretical framework of selfdetermination, future research on student development of the essential characteristics and
component elements of self-determination should include information about and
perspectives related to the cultural diversity of the participants. Given the large scope of
many of the studies arranged by key researchers in the field of self-determination, this
focus should be present far more often than is in current practice.
Another area for consideration of future research that could have an impact on
legislation is to review the requirement for transition planning as part of a student’s IEP.
When the IDEA was reauthorized in 2004, the requirement for transition planning was
moved from the age of 14 to the age of 16. It is the opinion of this researcher that such a
change has had a detrimental effect on the incorporation of students, particularly those
with autism or intellectual disability, in transition planning and participation in their IEP
meeting. This change has allowed a large number of teachers who had previously
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included transition skills in their instruction, including middle school and early high
school special education teachers, to decrease their focus on such instruction, which may
have led to less student involvement in the IEP process. Given that the essential skills of
self-determination are developed and honed across a person’s lifetime, it would hold that
the earlier those skills are incorporated into instruction and the IEP process, the more
likely a main tenet of the IDEA (2004), to be prepared to be a productive and
independent adult, would be realized for students with autism or intellectual disability.
Implications for educational practice. Members of the IEP team each have a
relational connection to the student who is at the heart of this individualized process.
Through participation in their IEP meeting, the student has an opportunity to provide
authentic input, which then provides the team members the opportunity to act as a
support network in determining how they will help the student make progress toward
their goals. The challenge remains for student input to be heard authentically by the IEP
team and included within the IEP document in meaningful ways beyond just the area
reserved for general note taking.
Implementation of the SDLMI provides teachers with a flexible model of
instruction focused on a more strength-based approach through which they can view their
students. Through completion of the student worksheets and the steps that they support,
the teacher may uncover something they did not realize the student was doing or was
interested in doing. By having that information, the teacher can create more opportunity
for the student. The lens of self-determination is focused on the capabilities of a student
and highlights where opportunity will assist further growth.
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During the interview following Kawhi’s IEP meeting, his case manager, a 12-year
veteran teacher, reflected more deeply on the impact that implementation of the SDLMI
had on his educational practice.
[It] was just as much of a learning experience for me as it was for them. Because
it made me take a step and look at, “Okay, we can do this better.” Look how many
years I’ve been doing this and you just do it as far as you can and you don’t really
stop to think, “Is there a better way of doing this?” or, “Is there a way to involve
them more?” Yeah. It made me stop and think. … I actually enjoyed [the IEP]
because of that. It gave me a different perspective and some new ideas.
(120816.177-184)
He shared with the researcher his idea of utilizing student-generated PowerPoint
presentations to further facilitate student participation and voice within IEP meetings.
I kind of came up with an outline where there’s certain things I want them to be
sure and include. Then some things that they’re going to have to think of are in
there. It’s basically coming from them; it’s just giving them some guidelines
about what actually needs doing, what you need to share in the PowerPoint. I
think that will help those kids that aren’t as comfortable speaking and just give
them a means of a way to speak. That could lead to more conversation. Once you
get in there, it’s something that you’re presenting and that you’re talking about, so
I think the adults will be asking the students the questions. Then we open up all
different scenarios, hopefully. (120816.226-233)
His inspiration to utilize PowerPoint presentations as another way to support meaningful
student participation also incorporates a form of co-construction through anticipation that
this format would lead to more conversation.
In order to ensure that the skill of co-constructing student information occurs as
part of a student’s meaningful IEP participation, it may need to be incorporated into
credential programs, for instance for general and special education teachers, speechlanguage pathologists, and school psychologists, through direct instruction on how to
build capacity within this area. A requirement such as this would reinforce for teachers
that they have a role planning with, not planning for the students they support. In
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addition, this may also provide the teachers with strategies on how to build such skills in
their colleagues and the parents of the students they support.
Implications for the researcher. Through the examination of connections,
patterns, and insights, as an educator and researcher I have gained an overall picture of
the essential characteristics and component elements of self-determination as displayed
by the participating students, and through self-determination reports as expressed by the
participating educators and parents. As an observer of the IEP process, I have reflected
deeply on the role of educational professionals in creating and constraining opportunity
for the students they support. It is imperative that we, as non-disabled people who have
power within the education system, recognize our role in providing access to our
students.
I plan to utilize the aforementioned implications for educational practice with
both my administrative colleagues and with the special education teachers we support.
Together, I believe we can establish best practices within our district for student IEP
preparation and co-construction of information during the IEP meeting. These efforts
would make use of and further reinforce the direct instruction that is implemented,
whether through the SDLMI or other methods. In combination with an understanding of
their power to create opportunity, education professionals will thus ensure that the
students they support will be able to demonstrate truly authentic participation.
Summary
The purpose of this qualitative case study was to describe the experiences and
participation of two high-school students labeled with intellectual disability or autism at
their Individualized Education Program (IEP) meetings following participation in the
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Self-Determined Learning Model of Instruction (SDLMI). Connections between the
perspectives of students, parents, and teachers, along with their individual viewpoints on
self-determination and the SDLMI were explored.
The results of the current study demonstrate that direct instruction incorporating
the essential characteristics and component elements of self-determination is connected to
student participation in their IEP meeting, and reinforces to participating teachers the
importance of whole-group lessons and individual support in this area. The importance of
student preparation prior to an IEP meeting, and co-construction of information during
the IEP meeting between the adults and the student, are crucial steps in ensuring that
students are able to meaningfully participate. Preparation such as providing an outline
with student-directed language to guide participation during the meeting; reviewing the
outline with the student prior to the meeting; reviewing the IEP document with the
student prior to the meeting; building on and supporting student input during the meeting
by asking questions and linking concepts; and ultimately reflecting the dialogue and
decisions within the final version of the IEP document.
There are implications to research and educational practice that can be
recommended based on the results of the current study. In the area of research, the role of
the requirement for implementation of transition planning should be reviewed in order to
inform future reauthorizations of the IDEA (2004). While in educational practice,
implementation of the SDLMI provides teachers with a strengths-based approach through
which to view their students. This process may inspire them to seek creative ways in
which their students can meaningfully participate in their IEP meeting. However, in order
for the role of co-construction to be further operationalized, the concept should be
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embedded into the curriculum of credential programs of education professionals. These
identified steps can bring about truly meaningful student participation in their IEP
process that can have an impact on all the individuals involved in the meeting.
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Dear Superintendent XXX and Principal XXX,
As you are aware, I am a graduate student in the School of Education at the University of
San Francisco. I am studying self-determination/self-advocacy and am preparing to
engage in the research component of my dissertation. My plan is to collaborate with the
Academic Community Transition (ACT) teachers at XXX High School to implement the
Self-Determined Learning Model of Instruction as part of their transition
planning/instruction with students. The instruction would occur will all students present
and I have worked with the teachers to select 1 student per class to feature as a case
study.
I have contacted the families of the three identified students to ask if they would permit
their child to be one of the featured case studies. If the parents agree the student would be
interviewed by me prior to implementation of the instruction and following their annual
Individualized Education Program (IEP) meeting. I would also interview the parent(s)
and teacher prior to implementation and following the IEP. All participants will be
presented with a consent form prior to the beginning of the study and asked to agree to
participation as well as audio recording of the interviews and video recording of the IEP
meeting. The audio and video recordings will assist me in ensuring accuracy in
describing the input for this research and reporting the study for the benefit of other
practitioners.
The study will be conducted at XXX High School between November and February.
Three weeks prior to the annual IEP for each student featured in a case study the teacher
will implement the instruction for two weeks. During the third week they will engage in
their typical preparation with the student for the IEP meeting. There are no known risks
involved in this study and none of the participants will receive any compensation for their
participation. I will stress to all participants that their participation in this study is
completely voluntary and will not affect student grades or staff employment or treatment
in any way; participants may quit this study at any time by simply saying “Stop” or “I do
not wish to participate.”
A potential benefit of this study is teachers may gain knowledge of an additional
instructional method to support transition planning with their students, students may
increase their self-determination and participation at their IEP meetings, and parents who
are culturally and linguistically diverse may provide insight to expression of selfdetermination beyond a Western perspective. To protect participant confidentiality,
names will not appear on any record sheets; pseudonyms will be created for all
participants. The information obtained will not be shared with anyone, unless required by
law. The records will be maintained by me and my faculty sponsor, Dr. Emily Nusbaum.
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The majority of data, including audio and video recordings, will be stored on my hard
drive, backed up to a secure server, and destroyed after 2 years; any paper documentation
will be stored in a locked file cabinet and shredded following completion of the
dissertation process.
If you have any questions or concerns regarding the process or progress of the study
please feel free to contact me for further information.
Sincerely,

Trudy Gross
Doctoral Candidate, University of San Francisco
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My signature below indicates that I acknowledge and authorize Trudy Gross to conduct
her dissertation research at XXX High School in the XXX School District: Impact of the
Self-Determined Learning Model of Instruction for Student’s Labeled with Intellectual
Disability Participation at IEP Meetings. We understand she will oversee the
implementation of an instructional method in the ACT classes at XXX; conduct
interviews with students, parents, and teachers including audio-recording; and attend
student IEP meetings including video recording.

________________________________________
Superintendent

__________________
Date

________________________________________
Principal

__________________
Date
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CONSENT TO PARTICIPATE IN A RESEARCH STUDY
Below is a description of the research procedures and an explanation of your rights as a
research participant. You should read this information carefully. If you agree to
participate, you will sign in the space provided to indicate that you have read and
understand the information on this consent form. You are entitled to and will receive a
copy of this form.
You have been asked to participate in a research study entitled Impact of the SelfDetermined Learning Model of Instruction for Student’s Labeled with Intellectual
Disability Participation at IEP Meetings conducted by Trudy Gross, a graduate student in
the School of Education at the University of San Francisco.
WHAT THE STUDY IS ABOUT
The purpose of this qualitative study is to provide teachers with an instructional method,
the SDLMI, to guide students to develop and implement their goals, whether they
complete the process or not; explore the connection between the SDLMI and
participation of high-school students labeled with intellectual disability at their IEP
meetings; and describe the viewpoint of self-determination expressed by parents of
students labeled with intellectual disability who are culturally and linguistically diverse.
WHAT YOU WILL BE ASKED TO DO
During this study, you will be interviewed prior to implementation about the student in
your class featured in a case study; you will implement the SDLMI in your class for 2
weeks following training; I will observe the students’ IEP meeting; and you will be
interviewed following the IEP meeting about the student in your class featured in a case
study. The audio and video recordings will assist me in ensuring accuracy in describing
the input for this research and reporting the study for the benefit of other practitioners.
DURATION AND LOCATION OF THE STUDY
Your participation in this study will involve integrating the SDLMI into your classroom
instruction for a period of 2 weeks. From initial interview to the interview following the
IEP meeting the study is anticipated to last no longer than 1 month. The study will take
place at XXX High School.
POTENTIAL RISKS AND DISCOMFORTS
There are no known risks involved in this study. If you wish, you may choose to
withdraw your consent and discontinue your participation at any time during the study
without penalty.
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BENEFITS
A potential benefit to you of this study is information about an instructional method that
may support transition planning. In addition, a potential benefit for a participating student
is they may increase self-determination and participation at their IEP meeting.
PRIVACY/CONFIDENTIALITY
Any data you provide in this study will be kept confidential unless disclosure is required
by law. In any report that is published, I will not include information that will make it
possible to identify you or any individual participant. Specifically, pseudonyms will be
created for all participants. The majority of data, including audio and video recordings,
will be stored on my hard drive, backed up to a secure server, and destroyed after 2 years;
any paper documentation will be stored in a locked file cabinet and shredded following
completion of the dissertation process.
COMPENSATION/PAYMENT FOR PARTICIPATION
There is no payment or other form of compensation for your participation in this study.
VOLUNTARY NATURE OF THE STUDY
Your participation is voluntary and you may refuse to participate without penalty to you,
your employment status, or treatment. Furthermore, you may skip any questions or tasks
that make you uncomfortable and may discontinue your participation at any time. In
addition, the researcher has the right to withdraw you from participation in the study at
any time. Please ask any questions you have now. If you have questions later, please
contact me at XXX or XXX. If you have questions or concerns about your rights as a
participant in this study, you may contact the University of San Francisco Institutional
Review Board at IRBPHS@usfca.edu.

I HAVE READ THE ABOVE INFORMATION. ANY QUESTIONS I HAVE ASKED
HAVE BEEN ANSWERED. I AGREE TO PARTICIPATE IN THIS RESEARCH
PROJECT AND I WILL RECEIVE A COPY OF THIS CONSENT FORM.

Participant’s Signature

Date
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Dear Student,
My name is Trudy Gross and in addition to my role as XXX in the XXX School District.
I am a graduate student in the School of Education at the University of San Francisco. I
am asking you to participate in a project that examines self-determination/self-advocacy
and would like to see if participating in the Self-Determined Learning Model of
Instruction will assist in increasing participation at your annual IEP meeting.
The instruction will occur within the ACT classroom, for all students. With your
permission, I will feature you as a case study for my research. This will involve
interviewing you before the instruction begins and right after your IEP meeting. I will
also interview your parent and classroom teacher. In addition to your participation, I
seeking your permission to audio-record the interviews I have with you and video-record
your IEP meeting. These recordings will assist me in ensuring accuracy in describing the
input for this research and reporting the study for the benefit of other practitioners.
Your parent has already given permission for you to participate in this study including
audio and video recording, but you do not have to participate if you choose. Your
participation in this study is completely voluntary and will not affect your grades in any
way. You can skip any questions or tasks that you do not want to complete. You may quit
this study at any time by simply saying “Stop” or “I do not wish to participate.” There are
no known risks involved in this study and you will receive nothing for your participation.
To protect your confidentiality, your responses will not be shared with anyone unless
required by law. The responses you make will be kept by my professor Dr. Nusbaum and
me. If you have any questions, please contact me at XXX or XXX.
Sincerely,
Trudy Gross, M.A.
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Agreement
I agree to participate in this research project, including audio and video recording, and I
have received a copy of this form.

Student’s Name (Please Print)

Date

Student’s Signature

I have explained to the above-named individual the nature and purpose, benefits and
possible risks associated with participation in this research. I have answered all questions
that have been raised and I have provided the participant with a copy of this form.

Researcher

Date
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Parent Consent Form
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Dear Parent,
My name is Trudy Gross and in addition to my role as XXX in the XXX School District.
I am a graduate student in the School of Education at the University of San Francisco. I
am sending this letter as a follow-up to our phone conversation about having your child
participate in my research project. I am studying self-determination/self-advocacy and
would like to see if participating in the Self-Determined Learning Model of Instruction
will assist in increasing her/his participation at their annual IEP meeting.
The instruction will occur within the ACT classroom, for all students. With your
permission, I will feature your child as a case study for my research. This will involve
interviewing them before the instruction begins and right after their IEP meeting. I will
also interview you and her/his classroom teacher. In addition to your child’s participation,
I am seeking your permission to audio-record the interviews I have with you and your
child and video-record her/his IEP meeting. These recordings will assist me in ensuring
accuracy in describing the input for this research and reporting the study for the benefit of
other practitioners. Your child’s participation in this study is completely voluntary and
will not affect her/his grades in any way. She/He may quit this study at any time by
simply saying “Stop” or “I do not wish to participate.”
The study will be conducted at XXX in XXX. There are no known risks involved in this
study and your daughter will not receive any compensation for her participation. A
potential benefit of this study is she/he may increase her/his self-determination and
participation at her/his Individual Education Program meeting. To protect her/his
confidentiality, her/his name will not appear on any record sheets; pseudonyms will be
created for all participants. The information obtained will not be shared with anyone,
unless required by law. The records will be maintained by me and my faculty sponsor,
Dr. Emily Nusbaum. The majority of data, including audio and video recordings, will be
stored on my hard drive, backed up to a secure server, and destroyed after 2 years; any
paper documentation will be stored in a locked file cabinet and shredded following
completion of the dissertation process. If you have any questions, please contact me at
XXX or XXX.
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This letter will serve as a consent form for your participation and your child’s
participation, including audio and video recording. If you have any additional questions
about this study, please contact Dr. Emily Nusbaum, the faculty chair for my dissertation,
at XXX or XXX. If you have any questions about your child’s rights as a participant, you
may contact the University of San Francisco IRB at IRBPHS@usfca.edu.
Please return this form to me by XXX.
Sincerely,
Trudy Gross, M.A.

Statement of Consent
I read the above consent form for the project entitled Impact of the Self-Determined
Learning Model of Instruction for Student’s Labeled with Intellectual Disability
Participation at IEP Meetings conducted by Trudy Gross of the University of San
Francisco. The nature, demands, risk, and benefits of the project have been explained to
me. I am aware that I have the opportunity to ask questions about this research. I
understand that I may withdraw my consent and discontinue my child’s participation at
any time without penalty.

Child’s Name (print clearly)

Signature of Legal Guardian

Date

Signature of Adult Student

Date
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Appendix E
Interview Protocol
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STUDENT INTERVIEW PROTOCOL
Prior to Implementation
Information for the student prior to participating in the interview: Thank you for
participating in this research study. This process is voluntary. If there is any interview
question that you do not want to answer let me know and we will skip to the next
question. Your comfort is important to me and your answers will be used confidentially,
without connection to your name.
Interview Questions
• What is your favorite thing about school?
• Do you know what an IEP meeting is? Who is in charge of the IEP meeting?
• Have you attended your IEP meeting?
• Did a teacher or other staff member help you get ready for your IEP meeting?
• What did you do at the meeting? What did you say at the meeting?
• Have you read your IEP document? Has an adult explained the document to you?
• Do you know what a goal is?
Capacity
• What are your goals? Do you make plans and decide how to reach a goal? If your
plan doesn’t work do you try another one to meet your goals?
• What is a goal you are working on right now? What are you doing to reach this
goal? How well are you doing reaching this goal?
Autonomy
• Tell me about things you do at home. Do you make your own meals or snacks?
Do you take care of your clothes? Do you do chores? Do you make sure you look
good when you leave the house?
• Tell me about things you do in the community. Do you make friends? Do you go
to restaurants and stores?
• Tell me about things you like to do. Are you involved in activities at school? Do
you do activities outside of school? Do you plan activities with friends? Do you
communicate with friends on the phone or computer?
Self-Regulation
• Where do you want to work after high school? Can you list things you should do
to meet this goal?
Opportunity
• Have you had school work or help at school to support your job interests? Taken a
class? Visited a job site?
• Do people at school listen to you? Who? Do they help you? Tell me more about
what they say and how they help.
• Do people at home listen to you? Who? Do they help you? Tell me more about
what they say and how they help.
Psychological Empowerment
• Do you make choices that are important to you? Tell me about some of the
choices you have made (i.e., choosing clothes and personal items, choosing
hairstyle, choosing gifts, decorating room, and spending personal money).
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• Do you make your own decisions? Tell me about some decisions you have made.
Self-Realization
• Are you confident about your abilities? Do you know what you need, what you
like, and what you are good at? Are there things you find hard to do? Are their
people who you ask for help?
Following the IEP Meeting
Information for the student prior to participating in the interview: Thank you again for
participating in this research study. This process is voluntary. If there is any interview
question that you do not want to answer let me know and we will skip to the next
question. Your comfort is important to me and your answers will be used confidentially,
without connection to your name.
Interview Questions
• Did a teacher or other staff member help you get ready for your IEP meeting?
• Did you read your IEP document? Did an adult explain the document to you?
• Who was in charge of the IEP meeting?
• What did you do at the meeting? What did you say at the meeting?
• Did you feel comfortable talking at your IEP meeting? Could you say more about
how you felt?
Autonomy
• Did you talk about what you do at home and in the community? Did you talk
about what activities you like to do?
Self-Regulation
• Did you share a goal at the IEP meeting? What are the things you need to do to
meet this goal?
Capacity
• What is a goal you are working on right now? What are you doing to reach this
goal? How well are you doing reaching this goal?
Psychological Empowerment
• Do you feel more confident to make your own choices? Tell me more about how
you feel.
Self-Realization
• Do you feel more confident about your abilities? Tell me more about how you
feel.
Opportunity
• Did people listen to you during the IEP meeting? Who listened to you? What did
they do to show they were listening to you?
Additional Questions
• During the meeting I heard you say “_____” about your interests, goals. Do you
think the IEP document that was created will help you with those interests and
goals?
• For a few weeks before your IEP meeting you participated in instruction called
the Self-Determined Learning Model of Instruction, do you remember some of the
activities? Could you describe them to me?
• Did you like the instruction? Could you say more about what you liked?
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•
•

Did the instruction help you share more information about yourself at the IEP
meeting?
Anything else you want to tell me about the instruction or the IEP meeting?
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PARENT INTERVIEW PROTOCOL
Prior to Implementation
Information for the parent prior to participating in the interview: Thank you for
participating in this research study. This process is voluntary. If there is any interview
question that you do not want to answer let me know and we will skip to the next
question. Your comfort is important to me and your answers will be used confidentially,
without connection to your name or your student’s name.
Interview Questions
• Has your child attended their IEP meeting?
• What did they do at the meeting? What did they say at the meeting?
• Have you talked with your child about their IEP document?
Capacity
• Does your child have a goal they are working on right now? What is your child
doing to reach this goal? How is your child doing in reaching this goal?
Autonomy
• Tell me about things your child does at home. Do they make their own meals or
snacks? Do they take care of their clothes? Do they do chores? Do they make sure
they look good when they leave the house?
• Tell me about things your child does in the community. Do they make friends?
Do they go to restaurants and stores?
• Tell me about things your child likes to do. Are they involved in activities at
school? Do they do activities outside of school? Do they plan activities with
friends? Do they communicate with friends on the phone or computer?
Self-Regulation
• Your child identified _____ as a goal and listed the following things to reach this
goal: _____. What are your thoughts?
Opportunity
• Have they had school work or help at school to support their job interests? Taken
a class? Visited a job site?
• Do people at home listen to your child? Who? Do they help your child? Tell me
more about what they say and how they help.
• Do people at school listen to your child? Who? Do they help your child? Tell me
more about what they say and how they help.
Psychological Empowerment
• Does your child make their own choices? Tell me about some of the choices they
have made (i.e., choosing clothes and personal items, choosing hairstyle, choosing
gifts, decorating room, and spending personal money).
• Does your child make their own decisions? Tell me about some decisions they
have made.
Self-Realization
• Is your child confident in their abilities? Do they know what they need, what they
like, and what they are good at? Are there things they find hard to do? Are their
people who they ask for help?
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Following the IEP Meeting
Information for the parent prior to participating in the interview: Thank you again for
participating in this research study. This process is voluntary. If there is any interview
question that you do not want to answer let me know and we will skip to the next
question. Your comfort is important to me and your answers will be used confidentially,
without connection to your name or your student’s name.
Interview Questions
• What did you notice that was different in your child’s participation from last
year’s IEP?
Autonomy
• Did you hear your child talk about what they do at home or in the community?
Did they talk about the activities they like to do?
Self-Regulation
• Did you hear your child state a goal during the IEP meeting? Did they state what
they need to do to accomplish the goal?
Capacity
• Does your child have a goal they are working on right now? What is your child
doing to reach this goal? How is your child doing in reaching this goal?
Psychological Empowerment
• Did you hear your child express choices or decisions during the IEP meeting?
Self-Realization
• Did your child appear confident about their abilities?
Opportunity
• Do you feel that people listened to your child during the IEP meeting? Who?
• Was that information recorded in a meaningful way within the IEP document?
Additional Questions
• During the time the instruction was going on at school, did your student make
comments about it at home? During this time did you notice any increase in the
type or amount of information your student shared?
• Please comment on how you think each of these things will support your student
in achieving their goals:
• Instruction in self-determination
• Participation in their IEP meeting
• Self-determination can be supported through instruction at school, making their
own choices and decisions. How does your child show their self-determination?
Do you see the self-determination of your student as aligned with your cultural
values and beliefs?
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TEACHER INTERVIEW PROTOCOL
Prior to Implementation
Information for the teacher prior to participating in the interview: Thank you for
participating in this research study. This process is voluntary. If there is any interview
question that you do not want to answer let me know and we will skip to the next
question. Your comfort is important to me and your answers will be used confidentially,
without connection to your name.
Interview Questions
• Has the student attended their IEP meeting?
• What did they do at the meeting? What did they say at the meeting?
• Have you talked with the student about their IEP document?
Capacity
• Does the student have a goal they are working on right now? What is the student
doing to reach this goal? How is the student doing in reaching this goal?
Autonomy
• Tell me what you know about things the student does at home. Do they make their
own meals or snacks? Do they take care of their clothes? Do they do chores? Do
they make sure they look good when they leave the house?
• Tell me about things the student does in the community. Do they make friends?
Do they go to restaurants and stores?
• Tell me about things the student likes to do. Are they involved in activities at
school? Do they do activities outside of school? Do they plan activities with
friends? Do they communicate with friends on the phone or computer?
Self-Regulation
• The student identified “_____” as a goal and listed the following things to reach
this goal: _____. What are your thoughts?
Opportunity
• Has the student had school work or help at school to support their job interests?
Taken a class? Visited a job site?
• Do people at home listen to the student? Who? Do they help the student? Tell me
more about what they say and how they help.
• Do people at school listen to the student? Who? Do they help the student? Tell me
more about what they say and how they help.
Psychological Empowerment
• Does the student make their own choices? Tell me about some of the choices they
have made (i.e., choosing clothes and personal items, choosing hairstyle, choosing
gifts, decorating room, and spending personal money).
• Does the student make their own decisions? Tell me about some decisions they
have made.
Self-Realization
• Is the student confident in their abilities? Do they know what they need, what they
like, and what they are good at? Are there things they find hard to do? Are their
people who they ask for help?
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Following the IEP Meeting
Information for the teacher prior to participating in the interview: Thank you again for
participating in this research study. This process is voluntary. If there is any interview
question that you do not want to answer let me know and we will skip to the next
question. Your comfort is important to me and your answers will be used confidentially,
without connection to your name.
Interview Questions
• What did you notice that was different in your student’s participation from last
year’s IEP?
Autonomy
• Did you hear the student talk about what they do at home or in the community?
Did they talk about the activities they like to do?
Self-Regulation
• Did you hear the student state a goal during the IEP meeting? Did they state what
they need to do to accomplish the goal?
Capacity
• Does the student have a goal they are working on right now? What is the student
doing to reach this goal? How is the student doing in reaching this goal?
Psychological Empowerment
• Did you hear the student express choices or decisions during the IEP meeting?
Self-Realization
• Did the student appear confident about their abilities?
Opportunity
• Do you feel that people listened to the student during the IEP meeting? Who?
• How were the student’s contributions recorded within the IEP document?
Additional Questions
• Describe your thoughts on implementation of the Self-Determined Learning
Model of Instruction? Did it assist you in supporting students to determine a goal,
make plans, realize the goal?
• During the IEP meeting did you assist the student in expressing their needs,
wants, interests?
• Do you think your ability to support the student during the IEP had any
connection to the SDLMI process?
• Please comment on how you think each of these things support the student in
achieving their goals:
• Instruction in self-determination
• Participation in their IEP meeting

187

Appendix F
AIR Self-Determination Scale: Student Form
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Appendix G
AIR Self-Determination Scale: Parent Form
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Appendix H
AIR Self-Determination Scale: Educator Form
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Appendix I
Arc Self-Determination Scale
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Appendix J
Student Questions for Phase 1 of the SDLMI
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The Self-Determined Learning Model of Instruction (SDLMI)
Student Questions for Phase 1: Set a Goal

Name:

Date:
(Date Phase 1 Began)

School:

What is my goal? What class do you want to improve?
___ English
___ Math
___ Social Studies
___ Science
___ Other:

Please answer the questions below.
1. What do I want to learn or improve on? ___________________________________
______________________________________________________________________
2. What do I know about it now? ___________________________________________
______________________________________________________________________
3. What must change for me to learn what I don’t know? ________________________
______________________________________________________________________
4. What can I do to make this happen? ______________________________________
______________________________________________________________________
I have listed a specific, measurable activity for question 4. This is my goal in
_______________ class, the activity I will be working on during Phase 2 and Phase 3.

End of Phase 1. Go to Phase 2.

Wehmeyer, M. L., Agran, M., Hughes, C., Martin, J., Mithaug, D. E., & Palmer, S.
(2007). Promoting self-determination in students with developmental disabilities. New
York, NY: The Guilford Press.

224

Appendix K
Teacher Objectives and Educational Supports for Phase 1 of the SDLMI
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The Self-Determined Learning Model of Instruction (SDLMI)
Teacher Objectives and Educational Supports for Phase 1: Set a Goal
Teacher Name: _________________________________

Date:
(Date Phase 1 Began)

Student Name: _________________________________
Please mark (√) on any educational supports you used.
What is my goal? (Educational Supports)
____ Student self-assessment of interests, abilities, and instructional needs
____ Awareness training
____ Choice-making instruction
____ Problem-solving instruction
____ Decision-making instruction
____ Goal-setting instruction
Please mark (√) on teacher objectives that you met or targeted.
Student Question 1: What do I want to learn? (Teacher Objectives)
____ Enable students to identify specific strengths and instructional needs.
____ Enable students to communicate preferences, interests, beliefs, and values.
____ Teach students to prioritize needs.
Student Question 2: What do I know about it now? (Teacher Objectives)
____ Enable students to identify their current status in relation to the instructional
need
____ Assist students to gather information about opportunities and barriers in their
environments.
Student Question 3: What must change for me to learn what I don’t know?
(Teacher Objectives)
____ Enable student to decide if action will be focused toward capacity building,
modifying the environment, or both.
____ Support students to choose a need to address from the prioritized list.
Student Question 4: What can I do to make this happen? (Teacher Objectives)
____ Teach students to state a goal and identify criteria for achieving goal.
Go to Phase 2.

Wehmeyer, M. L., Agran, M., Hughes, C., Martin, J., Mithaug, D. E., & Palmer, S.
(2007). Promoting self-determination in students with developmental disabilities. New
York, NY: The Guilford Press.
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Appendix L
Student Questions for Phase 2 of the SDLMI
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The Self-Determined Learning Model of Instruction (SDLMI)
Student Questions for Phase 2: Take Action
Name:

Date:
(Date Phase 2 Began)

School:

What is my plan? Let’s think about how to achieve the goal that you set.
Please answer the questions below.
5. What can I do to learn what I don’t know?

6. What could keep me from taking action?

7. What can I do to remove these barriers?

8. When will I take action?

End of Phase 2. I will start working on my plan and then go on to Phase 3.

End of Phase 2. Go to Phase 3

Wehmeyer, M. L., Agran, M., Hughes, C., Martin, J., Mithaug, D. E., & Palmer, S.
(2007). Promoting self-determination in students with developmental disabilities. New
York, NY: The Guilford Press.
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Teacher Objectives and Educational Supports for Phase 2 of the SDLMI
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The Self-Determined Learning Model of Instruction (SDLMI)
Teacher Objectives and Educational Supports for Phase 2: Take Action
Teacher Name:

Date:
(Date Phase 2 Began)

Student Name:
Please mark (√) on any educational supports you used.
What is my plan? (Educational Supports)
____ Self-scheduling
____ Problem-solving instruction
____ Self-instruction
____ Decision-making instruction
____ Antecedent cue regulation
____ Self-advocacy and assertiveness training
____ Choice-making instruction
____ Communication skills training
____ Goal-attainment strategies
____ Self-Monitoring
Please mark (√) on teacher objectives that you met or targeted.
Student Question 5: What can I do to learn what I don’t know? (Teacher
Objectives)
____ Enable student to self-evaluate current status and self-identified goal status.
Student Question 6: What could keep me from taking action? (Teacher
Objectives)
____ Enable students to determine plan of action to bridge gap between self-evaluated
current status and self-identified goal status.
Student Question 7: What can I do to remove these barriers? (Teacher
Objectives)
____ Collaborate with student to identify most appropriate instructional strategies.
____ Teach student needed student-directed learning strategies.
____ Support student to implement student-directed learning strategies.
____ Provide mutually agreed upon teacher-directed instruction.
Student Question 8: When will I take action? (Teacher Objectives)
____ Enable student to determine schedule for action plan.
____ Enable student to implement action plan.
____ Enable student to self-monitor progress.
Go to Phase 3.

Wehmeyer, M. L., Agran, M., Hughes, C., Martin, J., Mithaug, D. E., & Palmer, S.
(2007). Promoting self-determination in students with developmental disabilities. New
York, NY: The Guilford Press.
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Student Questions for Phase 3 of the SDLMI
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The Self-Determined Learning Model of Instruction (SDLMI):
Student Questions for Phase 3: Take Action
Name:

Date:
(Date Phase 3 Began)

School:

What is my plan? Let’s think about how to achieve the goal that you set.
Please answer the questions below.
9. What actions have I taken?

10. What barriers have been removed?

11. What has changed about what I don’t know?

12. Do I know what I want to know?

Did I achieve my goal? Please mark yes or no.

___ Yes

___ No

If yes, how do I feel about the results?

Now I will go to phase 1 and set a new goal.
If no, I will look at phase 1 again. If the goal is still a good one for me, I will move on to
phase 2 to revise my plan. Or I can rewrite my same goal or change it to a new goal.

Wehmeyer, M. L., Agran, M., Hughes, C., Martin, J., Mithaug, D. E., & Palmer, S.
(2007). Promoting self-determination in students with developmental disabilities. New
York, NY: The Guilford Press.
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Teacher Objectives and Educational Supports for Phase 3 of the SDLMI
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The Self-Determined Learning Model of Instruction (SDLMI)
Teacher Objectives and Educational Supports for Phase 3: Adjust Goal or Plan
Teacher Name:

Date:
(Date Phase 3 Began)

Student Name:
Please mark (√) on any educational supports you used.
What have I learned? (Educational Supports)
____ Self-evaluation strategies
____ Choice-making instruction
____ Goal-setting instruction
____ Problem-solving instruction
____ Decision-making instruction
____ Self-reinforcement strategies
____ Self-recording strategies
____ Self-monitoring
Please mark (√) on teacher objectives that you met or targeted.
Student Question 9: What actions have I taken? (Teacher Objectives)
____ Enable student to self-evaluate progress toward goal achievement.

Student Question 10: What barriers have been removed? (Teacher Objectives)
____ Collaborate with student to compare progress with desired outcomes.

Student Question 11: What has changed about what I don’t know? (Teacher
Objectives)
____ Support student to reevaluate goal if progress is insufficient.
____ Assist student to decide if goal remains the same or changes.
____ Collaborate with student to identify if action plan is adequate or inadequate given
revised or retained goal.
____ Assist student to change action plan if necessary.
Student Question 12: Do I know what I want to know? (Teacher Objectives)
____ Enable student to decide if progress is adequate, inadequate, or if goal has been
achieved.
Wehmeyer, M. L., Agran, M., Hughes, C., Martin, J., Mithaug, D. E., & Palmer, S.
(2007). Promoting self-determination in students with developmental disabilities. New
York, NY: The Guilford Press.
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